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Abstract 
Using critical applied linguistics, and drawing on the concept of power as 
theorised by Foucault, this study examines issues of power and pedagogical practices 
that influence the teaching of writing to Thai English as a Foreign Language (EFL) 
primary students.  
The study developed the theoretical framework using the lens of Foucault’s 
notions of power (1977-2002) and EFL teaching approaches to investigate Thai EFL 
teachers teaching writing. Foucault's work on power relations was reviewed: 
techniques of disciplinary power, conceptions of docile bodies, pastoral power, and 
bio-power, and particularly, an interpretation of Foucault's account of the 
Panopticon.  
Carspecken’s (1996) critical ethnographic approach was adopted to gather data 
involving semi-structured interviews of teachers, observational field notes, audio-
recording, video recording students’ group activity, and students’ writing samples. 







 Grades) in a public primary school in Thailand. Reconstructive data 
analysis procedures involved interactive power analysis and thematic analysis of the 
interactions: the Power theme and the Pedagogic theme. Carspecken’s (1996) 
typology of interactive power – normative, coercive, interactively established 
contracts, and charm was also employed in the discussion of the findings, since these 
forms of power were found in the interactions between teachers and students in the 
social space of the classroom.  
The findings of this study have shown the significance of the relations between 
power exercised in didactic pedagogies and facilitating teaching. Explicit power 
circulated in classroom space has demonstrated that teachers exhibited multiple 
forms of power in their pedagogies. Disciplinary power and its techniques, called 
techniques of training (Foucault, 1977), hierarchical observation, normalising 
judgement, and examination, were exercised in all classes.  
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Disciplinary power within EFL classrooms was observed in the teachers’ 
implementation of a teacher-centred approach enabled the teachers to exert the 
‘teacher’s gaze’ in a hierarchical observation over the class and individuals. In this 
study, how teachers implement English writing pedagogies relates to certain types of 
power, which are exercised in the school and classroom.  
Teacher-student interaction generates particular sorts of power while teaching 
pedagogies are carried out. Examining pedagogical practices can offer new 
perspectives about the teacher, the student, and the power relationships constructed 
during their interactions in particular EFL contexts. Due to the international spread of 
English in the 21
st
 century, the findings in this study will benefit future research 
undertaken into pedagogies implemented and power relations exercised in various 
schooling contexts. This study reveals the issues of power and pedagogical practice 
that influence the teaching of writing to Thai EFL students. 
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Chapter 1: Introduction to the Study 
1.0 INTRODUCTION 
This research investigates the pedagogies and power relations that are involved 
in the teaching of writing to English Foreign Language (EFL) Learners at the 
primary school level in Thailand. EFL refers to the teaching and learning of English 
in countries where English is not an official language. The term EFL is used in non-
English speaking countries where “English has no special status or internal function, 
and where its communicative use is of low priority” (Nayar, 1997, p. 29). One of the 
key problems addressed in this research is the current status of teaching and learning 
English in Thailand – reliance on a limited repertoire of pedagogies that are not 
based on contemporary research, and that are dictated by national educational 
policies. An outcome of the findings will be to make a theoretical contribution to 
understanding how power operates in relation to EFL writing pedagogies at the 
primary school level, with implications for the adoption of multi-strategy approaches 
to teaching writing, whilst promoting English communicative competence in EFL 
classroom contexts. 
This chapter outlines the background to the research problem, which is timely 
due to global and national imperatives for the study of EFL education (section 1.1) 
and the research question concerning teachers’ pedagogical practices and power 
relations (section 1.2). Definitions of key terms used in this research are provided in 
section 1.3, which were selected because of their importance to the research question, 
(power, pedagogy, and EFL writing). Section 1.4 describes the significance of global 
issues concerning the spread of English literacy, and the significance of this research 
for teaching English in the Thai context. Section 1.5 focuses on teaching and learning 
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English as a foreign language in Thailand. Section 1.6 includes an outline of the 
remaining chapters of the thesis, and section 1.7 concludes the chapter. 
1.1 BACKGROUND TO THE RESEARCH 
As noted by Baker (2016), with the Association of South East Asian Nations 
(ASEAN) Economic Community having been initiated in 2015, there has been an 
increased focus on English proficiency in the region, especially in Thailand. English 
has been considered important in Thailand, as many parents believe that knowledge 
of English can give their children better chances for participation in the workforce 
and hope for a better standard of living, yet there is little by way of communicative 
proficiency in Thailand (Baker, 2016; Baker, 2012; Forman, 2008; Wiriyachittra, 
2002). Moreover, little attention is paid to developing students’ writing ability, since 
it is not assessed in the national multiple choice test English examination 
(Wongsothorn, 2001). Instead, communicative competence in English, such as 
listening and speaking skills, are often the focus of teaching. This is because when 
the teachers of English implement a communicative language teaching approach in 
their classroom (Khanarat & Nomura, 2008; Watson-Todd, Chaiyasuk & 
Tantisawatrat, 2008), they mainly focus on speaking and listening skills at the 
primary school level (Nomnian, 2013). The present study investigates some 
pedagogical implications and relations of power regarding teaching English writing 
in a primary classroom. 
With the challenge of globalisation, and rapid economic development in 
ASEAN nations, the Thai education system is facing radical transformations in its 
political, economic and educational structures. The impact has been that English 
language has appeared to be a bridge across many frontiers in international 
communication, including in Thailand (Kirkpatrick, 2012). English is the language of 
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commerce and communication, according to the 2015 ASEAN Economic 
Community (AEC) policy; hence, Thailand needs its people to be fluent in English 
(Baker, 2012).  
Due to the spread of English, the goals of English education in non-English 
speaking Asian countries have recently experienced major changes (Baker, 2016; 
Baker, 2012; Honna, 2005; Ke, 2015; Pennycook, 2010). English has become the 
dominant international language in many fields of development, such as commerce 
and trade, research, science technology, sport and tourism (Crystal, 2003; Graddol, 
2006; Xue & Zue, 2013). English is also used with increasing frequency in 
international communication (Pennycook, 2007; Lowenberg, 2002). Most first-hand 
information for many of these areas is available only in English (Chen, 2012). 
English is clearly important both in education and in career development. Thus, these 
factors make English teaching significant. 
Academics, predominantly from English-speaking countries, such as the 
United States of America, the United Kingdom, and Australia, were officially 
consulted to shape the English syllabus and curriculum for use in Thai schools 
(Dueraman, 2012; Kongpetch, 2006; Saengboon, 2010). This is problematic because 
for Thai, English is a foreign language and therefore most students come to school 
with little or no prior knowledge of or oral language skills in English. At the primary 
level, English language learning emphasises the rudimentary elements of English, 
such as vocabulary, spelling and short phrases. Thai primary students study English 
for three to four periods per week (one period is of 50 minutes), and without specific 
classes for practising writing (Punthumasen, 2007). It cannot be assumed that 
pedagogies that work for native speakers of English in Western educational systems 
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can be superimposed on the Thai cultural, social, political and educational context, 
with the same outcomes.  
As noted in Darasawang and Watson-Todd (2012), although “English is used 
only as a foreign language in Thailand, it has played an important role in Thai 
education for more than a century” (p. 208). Several factors, which are involved in 
Teaching English as a foreign language, include which language skills to teach and 
how, where the language will be used, the learning environment, the selection of 
content and materials, and the development of assessment criteria (Graddol, 2006). 
These issues have long been of concern in the Thai educational system since English 
language teaching began in Thailand (Biyaem, 1997; Chulalongkorn University 
Language Centre, 2000). English is a compulsory subject in every school 
(Choomthong, 2014, p. 45), with the ultimate goal for students to be able to use the 
language communicatively, based on the Basic Education Core Curriculum (OBEC, 
2008).  
However, the implementation of English writing pedagogies at the primary 
school level is challenging in terms of teaching methods and learning activities, and 
also in relation to forms of power which are exercised in EFL classrooms. Only one 
study about English writing pedagogies at the primary school level was found in the 
literature review. It was conducted by Prasongsook (2010); three teaching units using 
different methods within a communicative approach were developed. A unit of 
concentrated language encounters using computer-based language activities 
(CLE+COBLA) and four EFL teachers’ implementations of effective English 
teaching at the primary level in Thailand were included in Prasongsook’s study. 
This present research is significant because there is currently no specific 
guidance for teachers of English in Thailand about the pedagogies for teaching 
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writing within the Thai context at the primary or elementary schooling level 
(Kongpetch, 2003). Further, there are no studies that have examined how power 
impacts on the teaching of writing pedagogies at a primary schooling level. Research 
into power relations and pedagogies found in the international literature argues that 
pedagogies and practices in language education need to consider issues of power and 
stakeholders (Garcia, 2014). A teacher as ‘a subject’ of educational policy may find 
it difficult to comprehend the national curriculum and also difficult to implement it. 
For example, in the Thai context, Choomthong (2014, p. 46) interprets Fitzpatrick 
(2011), noting that “a group of Thai teachers of English failed” to conceptualise the 
English language policy. There was mismatch between the goals of the policy and 
what actually happens in the classroom, especially in relation to teachers’ 
employment of the communicative approach. Fitzpatrick (2011) further noted that 
the consequence of mis-conceptualisations of the policy was that Thai students 
believed that the purpose of learning the English language was solely to pass the 
national exam. As will be argued in Chapter 3, the power inherent in different 
pedagogical practices affect student learning. Clearly then, research that investigates 
pedagogies and the power relations inherent within them, is important in furthering 
the success of government policy in respect to English language teaching in 
Thailand. 
1.2 THE RESEARCH QUESTION AND FOCUS OF THE RESEARCH 
This research aims to investigate the multiple forms of English pedagogies in 
EFL classrooms in Thailand, with a particular focus on English writing instruction 
and issues of power that operate in the application of certain pedagogies. It will 
specifically examine power relations associated with EFL pedagogies that are both 
observed in classrooms, and that are contextualised in relation to the international 
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literature. In particular, it will examine the influence of power on the curriculum 
policies and enactment of teaching of EFL at a primary school level. The research 
question that will be addressed is: 
“How is power implicated in EFL writing pedagogies in Thai primary 
classrooms?” 
Since English language teaching in Thailand has adopted theories from the 
West, EFL writing theories were also derived from theories on writing in English 
language learning. The application of these theories is yet to be explored, particularly 
in Thai EFL contexts (Dueraman, 2012). First language (Language One – L1) means 
a dominant language used to communicate officially as the lingua franca. Thai is a 
mother-tongue language and the official language in Thailand; English is viewed as a 
foreign language (Wongsothorn, 2001). English has been taught in Thailand since 
1967 as a foreign language (Baker, 2012; Forman, 2005; Glass, 2008; Wongsothorn 
et al., 2003) (see section 1.5). In this thesis, L1 is defined as English language as a 
mother language in English-speaking countries and former English colonies.  
Since the teaching of writing has been overlooked in Thai EFL teaching 
compared with other skills, little EFL writing research has been conducted. One 
finding is that writing in English seems to be a significant problem for most Thai 
students (Baker, 2008; Maskhao, 2002; Sakontawut, 2003). Hence, there is a need to 
understand whether the current L1 writing instruction in English speaking countries 
is effective or beneficial to Thai students, and if there are ways to strengthen current 
practice. This research will explore Thai teachers’ writing pedagogies used in 
primary classrooms with contemporary Western writing approaches, while taking 
into account how power relations operate in the Thai educational context. 
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Teaching EFL writing skills to students is a very challenging task for teachers 
because developing these skills is time-consuming and requires continued academic 
training (Silva, 1993). In addition, narrowing writing approaches to focus on only 
one or two dimensions of language learning, such as spelling, vocabulary, grammar 
or essay writing is not appropriate, since the weaknesses of each writing approach 
tends to impede students’ writing development in other areas, such as the learning of 
grammar at the expense of vocabulary, or the learning of essay writing at the expense 
of grammar (Chayarathee & Waugh, 2006).  
It is important to investigate teachers’ implementation of different pedagogies 
in EFL classrooms and power relations that are constituted in those pedagogies. 
Foucault (1977) argues that the exercise of power constantly contributes to the larger 
discourse of any social group. The findings from the present study will identify the 
pedagogies and power relations that influence EFL classrooms, and provide 
recommendations for the implementation of writing pedagogies in the Thai primary 
schooling context. It is impossible to use a ‘one-size-fits-all’ pedagogy, and teachers 
in Thailand need to adapt different pedagogies for teaching English to different 
groups of English language learners. Ethnographic research was used in this thesis to 
investigate the power relations and pedagogies that influence the teaching of EFL 
writing in primary classrooms in Thailand, following a Foucauldian view of power 
(Foucault, 1982). A Foucauldian view of power is widely cited, and is critically 
acclaimed in the international education research (Gallagher, 2010, 2011; Gore, 
1995, 2002; Hanaki, 2007; Luke, 1992; Maynard, 2007; McLeod & Lin, 2010; Pike, 
2008; Ruan & Ma, 2013; Wright, 2000). It is also consistent with the use of critical 
ethnography (Carspecken, 1996; Pane, 2009; Pane et al., 2014) in this research, 
outlined in Chapter 4. 
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New literacy studies, or sociocultural literacy studies, understand literacies as 
sociocultural practices, for example, Gee (1996) noted that reading and writing can 
only be understood in the context of the social, cultural, political, economic, and 
historical practices to which they are integral, and of which they are a part. “The 
relationship between human practices and the production, distribution, and exchange 
of meanings” (Knobel & Lankshear, 2007, p. 2), for example, is a key idea here – 
that is teacher and student interactions. Street (1995) argues that within contexts of 
social practices, including classroom teaching as a site for research, language gives 
meaning to contexts and, dialectically, vice versa. Thus, he concludes that no reading 
or writing in any meaningful sense of these terms is outside of social practices, or 
discourses. Investigating the relations of power and writing pedagogies needs to be 
done through examining social relations in the classroom setting. 
Sociocultural perspectives of literacy and learning provide a powerful basis for 
understanding the ideological nature of literacy practices. Language is not seen as an 
autonomous, ideological benign set of universal skills, but varies across diverse 
communities of practice (Mills, 2005). Sociocultural perspectives have become 
“increasingly influential in shaping learning approaches beyond school classrooms” 
(Knobel & Lankshear, 2007, p. 2), such as out-of-school literacy practices, and are 
exemplified by models of learning derived from work in situated cognition 
(Lankshear & Knobel, 2011). Warschauer (1997) argues that literacy in foreign 
language teaching has long been conceptualised as basic skills of coding and 
decoding (Luke, 1995). A sociocultural approach to literacy does not deny the 
importance of coding and decoding text, but places that particular skill in the context 
of socially literate practices (Luke, 1995; Street, 2001).  
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Sociocultural theory in literacy provides theoretical scope and explanatory 
power, enabling a “basis for framing, understanding, and addressing some of the 
most important literacy education issues” (Lankshear & Knobel, 2011). Using 
critical applied linguistics as theorised by Street (1995), and drawing on the concept 
of power and governmentality as theorised by Foucault (1977), this research 
examines how issues of power and pedagogical practices influence the teaching of 
writing to Thai EFL students at the primary school level. 
Theoretical Framework 
This study draws on sociocultural perspectives of literacy and uses Foucauldian 
notions of power and governmentality as the theoretical framework. Drawing on the 
social understanding of power, Foucauldian perspectives on education (Foucault, 
1982) are interpreted to account for how the power of L1 writing pedagogies of the 
dominant English-speaking countries may operate in the teaching of EFL writing 
pedagogies and how these are enacted in classrooms. Because EFL writing 
pedagogies are based on L1 writing pedagogies, there are issues of social power 
which influence the application of L1 pedagogies to writing pedagogies, particularly 
in Thai EFL contexts. 
According to Foucault (1977), power is not fundamentally something that 
institutions possess and use oppressively in contradiction of individuals and groups. 
Instead, power, as Foucault discusses, is seldom one-sided, which means teachers in 
the school are caught up in, and subjected to its operations, just as much as students 
are subjected to the power of the teacher (Foucault, 1987). Accordingly, Balan 
(2010) interprets Foucault (1977), noting power as “the plain oppression of the 
powerless by the powerful”, and examines “how it operates in day-to-day 
interactions between people and institutions” (p. 37), or as Foucault (1980) states, as 
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“a set of relations” (p. 198). In other words, Foucault’s version of power views most 
aspects of real life situations where one could influence others in any social action 
(Foucault, 1982). Accordingly, principles of Foucault’s work on power are adopted 
for the purposes of this research study. 
Governmentality operates at the institutional level through EFL education in 
Thailand, by dictating a particular approach to language learning and at the teaching 
level that specifies how the learning of English should be undertaken. As an 
“ensemble formed by institutions, procedures, analyses and reflections, calculations, 
and tactics” (Foucault, 1982, p. 20), governmentality is the alignment of language 
policies with the knowledge being produced in classrooms. Therefore, in this study, 
an examination of governmentality enables us to comprehend how the practices of 
teachers are often dictated by policies and are translated into knowledge of teaching 
and learning.  
It is most likely that when the widely spread Western forms of pedagogy and 
their impact on teaching English in Thailand are considered, power relations will be 
involved. However, other important factors need to be considered, such as the social 
system and power relations at the macro level. This is explained in Carspecken’s 
work (1996), which conceptualises the relationship between observed social actions 
tied to power and inherent in the society. As such, this qualitative research will 
examine observed interactions of power to determine what kinds of power are at 
work in Thai EFL contexts, and their observable influences on classroom actors 
(Carspecken, 1996).  
Drawing on a Foucauldian analysis of power and governmentality to analyse 
the teaching of English writing in Thai primary schooling is a crucial element of this 
research. The framework of this research will be underpinned by the analysis of 
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power relations in pedagogy that is often borrowed from L1 contexts, and transposed 
to the Thai curriculum. This research will analyse how social power operates in a 
Thai primary classroom. This is useful for understanding power relations that operate 
in Thai contexts of English teaching pedagogies, rather than viewing pedagogies as 
ideologically benign, and devoid of the influences of power. While Foucault focuses 
on how power is exercised, Carspecken is concerned with who holds what forms of 
power in society. However, combining Carspecken’s and Foucault’s theories of 
power will be brought for analysing power relations both subtle and obvious ways as 
needed in the data analysis. 
1.3 DEFINITIONS OF TERMS 
The definitions of key terms used in the research question are provided below. 
These key terms are related to the context and aims of the thesis, and are important 
for understanding the research question and theory that has shaped the direction of 
the thesis. They are also important terms in the relevant literature applied in 
discussion throughout the thesis. 
English as a Foreign Language (EFL) This term refers to teaching and 
learning English in a country where English is not an official language or is not used 
in daily life. English in Thailand is not a native or official language. According to 
Laopongharn and Sercombe (2009), “English is seen as a foreign language (EFL) 
rather than a second language (ESL), partly because Thailand has never been under 
colonial rule” (p. 59), specifically British rule. Nevertheless, English is taught in 
schools, mostly from primary school level and continues through post-secondary 
schooling. The term is used throughout this study to refer to English taught in a 
country where English is not used outside the classroom as a native or an official 
language. 
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Due to the global significance of English language as a means of 
communication, English Language Teaching (ELT) in Thailand was developed 
through Thai policy reform in 1999. As noted by Cheewakaroon (2011), as a result 
of the Asian economic crisis and the new constitution of 1997, the Thai government 
enforced various strategies and educational policies in order to promote economic 
recovery. The EFL literature is used throughout the thesis following theorists Crystal, 
Canagarajah, and Pennycook. 
English as a Second Language (ESL) This term refers to all language skills 
and pedagogies designed for L2 learners in countries where English is an official 
language (e.g. India, the Philippines). In many countries, English is used as a second 
language or an official language. English in these countries is used as a medium for 
teaching and learning in schools, for tourism (Watson-Todd, 2006), and as a trade 
language. In this study, the EFL literature is used  
1.4 SIGNIFICANCE OF THE STUDY 
This study aims to investigate pedagogies used to teach English writing to EFL 
primary students in Thailand, specifically examining teachers’ implementation of the 
pedagogies, and theorising those in relation to pedagogies used to teach English 
writing to ESL students in countries in which English is a national language. Power 
will be also examined, because as Street (2006) explains, literacy is about power, and 
involves assumptions about how one particular set of ideas and conceptions derived 
from one cultural group influences another group. In particular, this study will 
highlight the influence of the Western approach on educational policy in the Thai 
National curriculum, the Basic Education Core Curriculum (2008).  
In addition, Glass (2008) reports that curriculum policy, the literature, and 
some research within the country suggest an increasing emphasis and the need for 
 Chapter 1: Introduction to the Study 13 
English in Thailand, including writing (Kongpetch, 2003; Krisnachinda, 2011; 
Wiriyachittra, 2002). Moreover, a study of English in Thailand is crucial because the 
topic has been largely neglected in the published literature (Glass, 2008). To the 
present time, there have been few discussions of the role of English in Thailand in 
relation to the role of cultural awareness, teaching EFL in Thailand, and the 
implications of English as a Lingua Franca in Thailand (Baker, 2008; 2012; Foley, 
2005; Forman, 2005). Burns (2005) reported on the teaching of English in countries 
that became the subject of articles published in World Englishes and English Today 
from 1998-2001, except for Thailand. The countries where research has been carried 
out include South Korea (Song, 1998), Malaysia (Gill, 1999; Rajadurai, 2004), 
Singapore (Rubdy, 2001), and Hong Kong (Ho, 2000). 
As mentioned above, this study will not only answer the research question, but 
will provide recommendations for those interested in doing research of L2 writing in 
the future. This study will potentially contribute to new knowledge regarding English 
writing instruction, taking into account the social power implicated in the pedagogies 
circulating in non-native English speaking countries that are imposed on the Thai 
context without interrogation or critique. 
A critical ethnographic approach was employed for this present study. By 
adopting Carspecken's (1996) methods of data analysis, primary records were 
reconstructed and dialogical data was crosschecked with participants, to describe 
system relations. As the research question indicates, the investigation was concerned 
with writing pedagogies implemented by teachers, and power relations affecting Thai 
EFL primary school teaching. Issues regarding power relations in English writing 
pedagogies and the education system were also investigated. In terms of power, 
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Foucault’s (e.g. 1977; 1984; 1990; 2000) theories of power relations were used to 
develop this study’s theoretical framework.  
Carspecken’s methodology was chosen for this study for several reasons. 
Firstly, a five-stage methodology enables the researcher to uncover social actions 
through the use of theories, and also to describe the relations of the data analysis by 
reconstruction of meaning and conceptualisation of social systems (Carspecken, 
1996). The researcher argue here that Carspecken’s five stages of critical 
ethnography is the most appropriate method, allowing a researcher to participate in 
the real context of an educational institution and to gain insight into the research data 
in order to explain system relations.  
The research was conducted in a primary public school in Thailand as the EFL 
context. Recent research and documents about teaching writing were analysed to find 
current practices evident in teaching ESL writing in non-Western contexts. The 
classroom setting in Thailand is composed of several ethnic groups in a public 
primary school located in a rural area in Chiang Mai. It was initially selected because 
it has a diversity of cultural, socio-economic different backgrounds typical in Thai 
primary schools. The data were collected and examined using multiple sources of 
evidence, including: teacher participants in classroom observations, field notes, video 
recording, a semi-structured interview with the teachers, collection of students’ 
writing work samples, and teachers’ curriculum and educational policy documents.  
1.5 ENGLISH AS A FOREIGN LANGUAGE IN THAILAND 
The importance of English in Thai history, and in this research, is undisputed. 
In the history of Thai foreign language education, as cited in Wongsothorn (2001, 
2003), English has been the most important foreign language, and has also been 
described as “the essence of being an educated and cultured Thai” (p.8). In addition, 
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in the new 2001 national Education Curriculum, English is the only foreign language 
compulsory for 12 years of basic education and required as a fundamental subject in 
the first year of the tertiary level. Because the revised proficiency-based curriculum 
emphasises the development of students’ language proficiency, English, which is 
studied as a compulsory subject, is now seen as “an important tool for 
communication, education, seeking knowledge, livelihood and creating 
understanding of cultures and visions of the world community” (Ministry of 
Education, 2001, p. 14). Many EFL learners are required to study English, as part of 
academic requirements in their school systems (Sawir, 2005). Most Asian 
governments have introduced English as a compulsory subject at an early stage of 
schooling (Wongsothorn, Hiranburana, & Chinnawongs, 2003). Despite this, and 
even with years of grammar and vocabulary drills (Kongkerd, 2013), students often 
need assistance with listening, speaking, reading, and writing.  
Baker (2012) states that English in Thailand has been growing in importance, 
though the spread of English is obviously different between urban and rural 
communities. Crucial factors, such as a lack of resources for English language 
teaching and the low proficiency levels of many teachers and students, need to be 
explored. These are currently neglected aspects of the Thai education system that 
were investigated in this study to improve English writing teaching in Thailand.  
This research relates to all strands of the Thai National English curriculum. In 
Thailand, English content is divided into four aspects in respect to functions of 
language usage. “Language for communication” focuses on using English for 
interpersonal communication, expressing and exchanging data.  “Language and 
culture” focuses on the suitability of language usage and cultural circumstances of 
Thai and native speakers.  “Language and connections with other content areas” aims 
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to enable learners to use English for seeking knowledge across other subject 
disciplines.  “Language and relationship with community and the world” is the use of 
English for global communication, learning and exchanging information worldwide 
(Ministry of Education, 2008, p. 19). 
Despite the value placed on the learning of English in Thailand’s educational 
policy, students have a restricted number of English classes, typically “twice a week 
or four hours per week in a formal primary classroom” (Wongsothorn, 2000, p.314). 
This may contribute to the problem that many Thai students still lack English 
knowledge and the ability to communicate in English (Wiriyachittra, 2002). A 
further reason could be that traditional didactic teaching is still the main approach in 
the Thai EFL context, according to Baker (2008). English lessons in Thai schools are 
mostly textbook-based with a focus on grammar structures, vocabulary, and reading 
and recitation, with little attention to speaking and writing skill development.  
It is argued by Foley (2005), Baker (2008), and Dueraman (2012) that 
identifying best practice in Thai classrooms is a complex task. This is because there 
are many different factors affecting English pedagogy, such as cultural classroom 
atmosphere, teaching materials and students. Moreover, students’ socio-economic 
and ethnic backgrounds are another factor to consider, because students in many 
suburban schools in Thailand are composed of locals and minority groups, such as 
hill tribes (e.g. Karen, Hmong, and Yao) and immigrants (e.g. Myanmar and 
Cambodian), each of whom brings a different home language to the classroom. 
Therefore, teachers need to consider which writing pedagogies can develop effective 
student writing practices and performance across all these groups (Perry, 1998). 
English education is important in Thailand. Nevertheless, there are a number of 
outstanding problems. The over-emphasis on grammar, vocabulary, and reading at 
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the neglect of skills in writing, listening and speaking is one of those major problems 
(Wiriyachittra, 2002). The Ministry of Education (OBEC, 2008) dictates that at 
primary school level, English teachers have to develop approaches or methods 
appropriate for students who come from different backgrounds and have different 
proficiencies in English (p. 29). The teaching of communicative skills that include all 
four language arts – listening, speaking, reading and writing – is becoming an urgent 
requirement in all levels of education. 
English language teaching in Thailand 
The focus on Thailand in this study is timely because currently, Thailand is a 
member of the ASEAN economic community (Stroupe & Kimura, 2015) and follows 
the ASEAN Trade in Goods Agreement (ATIGA, 2007). Stroupe and Kimura (2015) 
further explain that, in order to meet the demands of both global and ASEAN 
economies, the Thai government has launched new initiatives in all domains of the 
educational system, including curriculum development, materials, and teaching 
techniques. Thailand is promoting a change to more active learning strategies. 
However, Thai EFL teachers still tend to use the same passive strategies that focus 
on textbook-based grammar and translation methods (Maskhao, 2002). 
Crystal (2003) points out that English has become more global because of its 
role within international organisations; however, other factors have helped it become 
the global language, such as the political, military, and economic influences of the 
United States (p. 56). Crystal (2003) further notes that the influence of American 
culture, such as movies, television, and various genres of music has played a crucial 
role in introducing people to the English language. Graddol (2006) also mentions that 
at present 90 per cent of internet hosts are based in English speaking countries. It is 
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estimated that the US and other English speaking countries will continue to dominate 
language in the electronic communications realm (p. 60).  
For a successful change to take place in EFL classrooms in Thailand, Thai 
teachers of English are required to be trained to apply active learning strategies in the 
most effective way (Khuvasanond, 2013; Wongsothorn, 2001). Furthermore, it is 
suggested that teachers who are trained to use active learning strategies learn and 
practise being more familiar at using these strategies in their classroom so as to 
“create a more desirable environment for the students” (Wongsothorn, 2001). In their 
classroom practice, teachers should provide useful and available resources of 
learning to lead to proficient writing outcomes. Therefore, under the influence of 
globalisation, in which the circulation of texts across national borders increases the 
need to communicate effectively in English (Crystal, 2003), it is necessary for ELLs 
(English Language Learners) to develop English writing skills. Hence, the emphasis 
in this study is on writing skills in particular.  
Currently, the teaching of writing in Thailand is dominated by a process-based 
approach, a product-based approach and a genre-based approach. A number of 
studies using these three approaches have been conducted at the secondary and 
tertiary levels (e.g. Dueraman, 2012; Kongpetch, 2003; Lertpanyanuch, 2010; Toh, 
2000; Wongnititam, 2008). However, there are few specific research studies on EFL 
writing with primary students. As a result of the process-based approach, teachers of 
writing need to incorporate the insights of several approaches, such as giving 
attention to product, process, and genre, when teaching Thai students. The strengths 
of each approach can be complementary if applied to suit students’ writing skill 
development. The approaches are summarised here for the purpose of establishing 
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the context of writing pedagogies encouraged in Thai education, but are further 
elaborated in Chapter 2: Literature Review. 
The process approach focuses on how a text is written, as well as the final 
outcome or text. As noted by Hyland (2003), process approaches have “a major 
impact on understanding the nature of writing and the way writing is taught” (p. 17). 
Therefore, this approach focuses on “the importance of a recursive procedure of pre-
writing, drafting, evaluating and revising” (Al-Khasawneh, 2010, p.7). 
The product approach primarily emphasises sentence structures as a support 
for grammar in EFL writing classes. Silva (1990) stated that writing was used in 
order to highlight form, syntax, and rhetorical drills. After the mid-1960s, the 
product approach began to focus on the logical construction and arrangement of 
discourse forms, in addition to maintaining its previous emphasis on paragraph 
models, grammar and usage rules, and vocabulary development. Dhanarattigannon 
(2008) observed that in applying the product approach to teaching writing, teachers 
emphasise forms or grammatical structures, and view writing as a part of grammar 
instruction. 
The genre-based approach is used to teach writing through a particular text 
type for a particular social purpose, and for specific audiences of readers (Halliday, 
1975, cited in Mills, 2007). In this approach, Hyland (2003) notes that students are 
given an explanation of linguistic and rhetorical features first. Through explicit 
understanding of linguistic components and rhetorical patterns, students can learn 
how texts are structured and how grammar and vocabulary are combined to create 
meaning (Hyland, 2007; Myles, 2002). Then students realise that different texts have 
different purposes, and thus a different top-level structure or organisation of the text. 
This knowledge is a powerful tool through which students learn social rules to follow 
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when they write. The genre-based approach presents linguistic and rhetorical forms 
in an integrated way within a context, because writing occurs in particular cultural 
and social contexts. 
English classrooms in Thailand 
In Thailand, the government has long realised the importance of the English 
language as a major core subject in schools, and it has been a compulsory subject at 
varying levels for several decades (Wongsothorn, 2002; UNESCO, 2013). This is 
partly due to the rapidly increasing use of English through media and the internet to 
communicate worldwide. Since 2005, schools have been encouraged to establish 
bilingual departments where the core subjects are taught in English, and to offer 
intensive English language programmes (Darasawang, 2007; Wiriyachitra, 2002; 
UNESCO, 2013). Accordingly, the curriculum encourages schools to design their 
own English curriculum. 
The current Thai education system stems from the reforms set by the 1999 
National Education Act (NEA, 1999), which implemented new organisational 
structures, promoted the decentralisation of administration, and called for innovative 
learner-centred teaching practices (Ministry of Education, 2013).  Significantly, 
educational reform in English language teaching emphasises learner-centred and 
communicative approaches (OBEC, 2008). 
Therefore, Thai EFL teachers need to change “from tellers to facilitators, and 
from material users to teaching material ‘creators’ in order to promote learners’ 
constructive self-learning” (Nonkukhetkhong et al., 2006, p. 1). Moreover, 
Khamkhien (2010, p. 185) interprets Foley (2005), noting that the current English 
curriculum places an emphasis on learner-centred culture and life-long learning 
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through cognitive, emotional, affective, ethical, and cultural growth within the Thai 
context (p. 185). 
However, in practice, learner-centred and communicative approaches have not 
yet been fully adopted in English language classrooms. As noted by Noom-ura 
(2013, p. 139), the O-NET (Ordinary National Educational Test) revealed that the 
average English scores of Thai primary school students in 2010 and 2011 were, out 
of 100, 31.75, and 20.99 respectively (O-NET reports, 2012). Noom-ura (2013) 
asserted that these poor results were problematic. Some doubted the consistency and 
validity of the tests, while others questioned teaching and learning practices in 
English language classes in Thai schools.  
The teaching of EFL in Thailand could be described as using deductive 
methods, depending on the rules set by teachers. In fact, it is not clear that the causes 
of failure in English education in Thailand result from the use of communicative 
approaches. Even though this approach has appeared in the previous national 
curriculum versions for the past two decades, the concept of teaching English for 
communication can still be considered new to EFL teachers in Thailand. Many 
researchers argue that there are factors influencing the apparent failure of English 
language teaching and learning, such as unqualified teachers, poorly-motivated 
students, learners of mixed abilities in large classes, and rare opportunities for 
student exposure to English outside classrooms (Biyaem, 1997; Dhanasobhon, 2006; 
ONEC, 2003). Moreover, some English teachers are not qualified because they are 
foreign tourists wanting a part-time job as an English teacher (Avasadanond, 2002; 
Dhanasobhon, 2006). The present study will illuminate the inherent pedagogies and 
power structures in classrooms, to clarify if these contribute to the poor results of 
Thai students.  
 22 Chapter 1: Introduction to the Study 
1.6 OVERVIEW OF THE THESIS 
Chapter 1 presents the background of the study, addressing the study of 
teaching and learning English in Thailand, particularly English writing, and the main 
purposes of this study along with the research question. This chapter also presents 
the multiple forms of English pedagogies implemented in Thailand. It argues that 
Thai teachers of English have encountered problems with selecting suitable 
pedagogies to be applied in primary schools. There is the influence of ASEAN 
economics and the current global situations, such as the tourism industry, 
international business, and overseas education, which increases the urgency to 
develop effective EFL pedagogies in Thai primary schools. Therefore, the main 
focus of this research is to explore how teachers apply writing instruction, and what 
issues of power operate in the application of certain pedagogies. The significance of 
the study, definitions of key terms, and theorists, and the methodology were also 
introduced, and are developed in greater depth in later chapters. 
Chapter 2 presents a review of the research literature relevant to this study, 
describing the Thai EFL context, methods and trends in the teaching of writing skills 
that are relevant to the thesis, drawing on recent research in the field. It summarises 
the product-based approach, the process-based approach, and the genre-based 
approach, foregrounding the theories that prove important to the pedagogical 
findings presented in Chapter 5. Chapter 2 also describes the nature of Thai EFL 
classrooms, the cultural and linguistic diversity of student backgrounds, and teacher 
training in the Thai education system. 
In Chapter 3, the theoretical framework and assumptions that have guided this 
study will be described. These are a socio-cultural perspective in English language, 
following Street (1995), Gee (1996) and theories on power, drawing on Foucault’s 
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major works (1977-2002). Foucault’s work is applied as the theoretical frame of this 
study and the classroom observational data analysis pertaining to the exercise of 
power in the Thai EFL context. Relations between space and power, disciplinary 
power and its techniques, are explained, including hierarchical observation, 
normalisation, examination, reward, and coercion. These categories of power become 
important in Chapter 5 to the thematic analysis of the data. Further, larger categories 
of power, such as pastoral power and bio-power, are discussed in terms of their 
application to classroom social actions. Governmentality, drawing on Foucault’s 
theorisation of governmentality, is also included to explain the relations between 
education policies and teachers who apply those policies in practice. 
Chapter 4 presents the methodology used, which is consistent with views of 
power outlined in Chapter 3. A description of the Thai classroom settings in which 
the research took place, the teacher participants and students who participated in the 
study, the data collection procedures, the data analysis, and schedules are also 
presented in this chapter. It outlines the use of critical ethnography to examine the 
classroom interactions that took place during English lessons in primary classrooms, 
and the systematic methods of thematic coding in the data analysis. Data analysis 
from interview transcripts, video-recordings, and observational field notes are 
explained, together with coding methods and samples. The chapter concludes with 
ethical and validity requirements that were managed in the research, such as using 
multiple sources of data including observations, interviews, and field notes to 
compare and crosscheck the consistency of obtained information. It also addresses 
ethics issues, such as the need for confidentiality. 
Chapter 5 presents the findings of data analysis collected from the teacher 
participants who taught Grades 4, 5 and 6 primary level students, and important 
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archival documents, such as students’ writing work samples and curriculum. The 
findings of the interview with teacher participants, classroom observation field notes 
and other archives are also provided. Using Foucault’s notions of power and the EFL 
activities and strategies in teaching writing, this chapter draws out the interpretation 
of the findings, based on the theoretical framework presented in Chapter 3.  
According to the framework presented in Chapter 3, discussions of the findings 
are presented in the following sub-sections on power relations and pedagogies. In 5.1 
“Space, power and pedagogies” aims to demonstrate how the organisation of 
classroom space enables multiple forms of power to be exercised, while teaching and 
learning procedures were carried out. 
In 5.1.1, the exercise of disciplinary power is discussed based on the analysis 
of social interaction between teachers and students in the EFL writing classrooms. 
Observed relations of pastoral power and pedagogy are explained in 5.1.2. Roles of 
the teachers in the writing classes are analysed and explained according to Foucault’s 
concept of pastoral power applied to theories of writing pedagogy. Moreover, EFL 
activities in the classroom are used to explain the interactions between teachers and 
students. How bio-power relates to pedagogy is also analysed and discussed in 5.1.3 
to interpret how the Thai government controls the well-being of the people through 
the use of the national curriculum. 
Chapter 6 summarises the main findings from Chapter 5. The comparison of 
research findings from two teacher participants are presented in terms of teaching 
pedagogical practices and relations of power exhibited in their classes. It discusses 
the significance and contribution of this research, and draws out implications for EFL 
teaching and learning in the Thai context. It also outlines the limitations of the study, 
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and provides recommendations for future relevant research to account for power 
relations in EFL pedagogies and other contexts. 
1.7 CONCLUSION 
This study is significant because it reveals how writing instruction in Thailand 
is applied to Thai primary classrooms. This will help EFL teachers better understand 
how Thai EFL primary students currently learn to write in English. Moreover, this 
study will benefit the research that has been undertaken in Thailand, and open up to 
educators a different view of research as a tool to learn about their teaching. It 
emphasises how to meet the students’ writing needs, rather than teaching only to the 
standardised assessment of English proficiency. However, this thesis arises in a clash 
of cultures – Western universities, Western theories in Eastern context of data 
collection. There is no neutral knowledge, or single way of viewing the world. Also, 
this study might not be generalised the theory to all Thai people since there are many 
relational categories of being Thai, and of being a Thai student. Like in Australia, 
students are from different background, Thai students are not to be seen as a 
homogenous group. Specifically, in this study, all students are ethnic groups, or ‘Hill 
tribes’. 
This thesis will also contribute to development of theories of English language 
pedagogies. The study will explain the exercise of power which influences the 
success or otherwise, of teachers’ pedagogical practices. This information may be 
advantageous for the Ministry of Education in the way that it can dictate suitable 
teaching strategies or curriculum guidance to support teachers in primary schools. It 
is expected that this study may be useful for teachers to become more critically 
reflective on the overt and obscure relations of power and pedagogies, which 
influence their enactment of the Thai curriculum.  
 26 Chapter 1: Introduction to the Study 
Power is seen as being not purely repressive and controlling, but circulating, 
productive, and exercised by all groups, whether subordinate or in a powerful 
position. Foucault’s theory of power changed over the course of his lifetime, and this 
thesis cannot capture the full scope of these changes. This thesis uses his works from 
the period 1975 to 2002, mostly Discipline and Punish and The Subject and Power 
on theories of power, resistance, and governmentality.  
This research aims to explore English writing pedagogies enacted by EFL 
teachers in the Thai context. Currently, there are several causes of unsuccessful 
writing among Thai students associated with teaching writing in the classroom. First, 
the way that teachers typically emphasise grammar and structure over other elements 
of writing is one important factor. Some Thai teachers of English have limited 
proficiency in English and English language pedagogy, which requires fully 
understanding the implementation of approaches, such as the communicative 
language approach. It is expected that this study may benefit EFL teachers by 
providing them with new understandings about research-based writing pedagogies, to 
reflect on their current teaching of English writing, and develop strategies to improve 
the teaching of EFL writing in ways that are achievable and consistent with the 
needs, constraints, and strengths of the Thai education context.  
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Chapter 2: The Literature Review 
2.0 INTRODUCTION 
This chapter describes existing research on the teaching of English writing in 
the EFL classroom, and contextualises the need for this research within the Thai 
education system, the policies that shape the teaching of EFL, and the status and 
roles of English in Thailand. It also provides an overview of current English 
language teaching and teaching practices in EFL writing in Thailand, supported by 
current international research related to the teaching and learning of English writing. 
Since this research focuses on teaching English at the upper primary school level, the 
chapter presents a summary of the upper primary level English syllabus, strands, and 
achievement outcomes in the Thai national curriculum: The Basic Education Core 
Curriculum B.E. 2551 (A.D. 2008).  
To understand the English writing pedagogies, teaching practices, and power 
relations that operate in Thai primary classrooms, which comprise the social context 
of this research, the researcher reviewed literature relevant to English language 
teaching and learning, specifically with applicability to the nature of Thai EFL 
contexts. According to Williams (1999), theories are frequently re-contextualised by 
teacher education agencies (e.g. teacher education institutions, education systems, 
and publications of professional associations). This makes it necessary to discuss 
writing pedagogy applications in the context of Thai schooling. As such, this chapter 
foregrounds what forces induce the Thai government to administrate, develop, and 
modernise the quality of English education in Thailand. Further, in Chapter 3, 
Foucault’s account of governmentality will be provided to support the theoretical 
framework regarding English language education policies.  
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It is vital to explore the implications of EFL pedagogies both in relation to Thai 
educational policy and the broader context (Baker, 2008). Thus, international issues 
– social, cultural (Janks, 2010), and political – need to be considered, to build on 
existing contributions of knowledge about power (Foucault, 2000) and pedagogy in 
the theory about English language learning, historically and worldwide. As Nunan 
(2003) states, English has had ‘a significant impact on education policy’, with 
English gaining status as a compulsory subject in all countries in the Asia-Pacific 
region due to its perceived importance as a global language. Crystal (2012, p. 176) 
confirmed that “bilingual policy allows a people to look both ways at once, and 
would be the most efficient way of a country achieving its aims”. Fostering Standard 
English is one structural component of such a policy. Similar attitudes will be 
encountered in all parts of the world where English is developing a strong non-native 
presence, and at all levels of schooling, including early childhood, primary, 
secondary, and post-secondary.  
2.1 THE GLOBAL SPREAD OF ENGLISH 
Pennycook (1998, pp. 133-144) describes the spread of English as an 
outworking of 19
th
 century British confidence in their own greatness as a colonial 
power. Theoretical commentaries about English abounded with 'glorifications’ of 
English and its global spread. 
English is used in an outer and expanding circle in the globalised world. In the 
“expanding circle” (Kachru, 1992 as cited in Canagarajah, 1999), which refers to the 
countries where English is used as a foreign or an additional language, Thailand is 
included, with “10 per cent speakers of English” (Iyer, Luke, Kettle & Mills, 2014, p. 
326). However, using English in this circle gives special priority as an important 
foreign language playing a major role in daily life, such as in business and 
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commerce, media, science and technology. Crystal (2003) argues that to have learned 
a language is immediately to have rights in it. Accounting for power relations and 
ideological struggles (Huang, 2009, p. 327), English language users in Taiwan found 
that they were privileged. The English language is as influenced by those who speak 
it as a second or foreign language as by those who speak it as a mother tongue.  
It is clear that English moves from native-speaking countries, such as USA, 
UK, Australia, New Zealand, etc. where English is used as a mother tongue or as L1 
(Crystal, 2003) to play an important role in non-speaking English countries (Nunan, 
2003). It can be said that English has shifted from L1 to be a communicative medium 
in the globalised world. The shift of power from inner-circle speakers to outer-circle 
and expanding-circle speakers “may have legitimised different cultures and local 
uses of English around the world” (Tupas, 2006, p. 169). Further, Crystal (2003) 
argues that English is associated with power, as we can see several new linguistic 
features achieving an increasingly public profile, in their respective countries such as 
Singapore, the Philippines, and Spain. Those new linguistics features come to be 
adopted, often at first with some effort, then more commonly, by first-language 
speakers of English in the locality. Pennycook (2010, p. 128) argues that “Everything 
happens locally. However global a practice may be, it still always happens locally”. 
L1 English speakers often migrate to nations like Thailand to work in 
industries, such as tourism and educational institutions, becoming lecturers in Thai 
universities, college, and schools (Kaewmala, 2012). Graddol (2006) has asserted 
that the indications are that English will enjoy a special position in the international 
society of the 21
st
 century and it will be the only language to appear in the language 
mix in every part of the world. 
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Thailand is influenced by new media, such as the internet in a digital age, like 
all other countries in the world. In Thailand, e-learning has been implemented 
throughout all levels of education (Deerajviset & Harbon, 2014). Prasongsook (2010) 
reported in his research findings that EFL teachers in Thai primary schools need to 
be supported by teaching materials or innovations which enhance their language 
development and confidence in teaching English. English language teaching in 
Thailand should focus on the content of the innovation, as well as the process of the 
implementation, taking into account local context and culture (Iemjinda, 2005). 
Drawing on the broader literature in the digital age, Mills and Exley (2014) 
suggested that children today sometimes have access to digital texts from powerful, 
uncensored, adult sites that purport to offer authentic information. This has prompted 
educators to teach critical literacy skills in secure, web-based contexts. Students can 
be taught to independently evaluate and challenge the reliability of information, and 
identify who benefits from websites. With the enormous growth in the volume of 
textual materials, students need to develop abilities to critically select, interpret and 
synthesise relevant information.  
Here is an example of using multimedia in an EFL classroom. Myer, Wade, 
and Abrami (2013) reported the work of 21 elementary school teachers and their 
students in nine urban and rural schools in Canada as they migrated from ‘pencil and 
paper’ student portfolios to electronic ones. Their research result demonstrated that 
e-portfolios (ePEARL) can have multiple positive impacts in classrooms: the 
teachers who regularly used ePEARL were pleased with their own professional 
growth as well as the progress their students made. They concluded that the ePEARL 
is an effective, powerful bilingual (French-English) tool that is available at no cost to 
the educational community.  
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A case study carried out in 2010 by Prasongsook demonstrated that EFL 
teachers in Thai primary schools need to be supported via teaching materials or 
innovations which enhance their language development and confidence in teaching 
English. The study aimed to examine the effectiveness of Communicative Language 
Teaching (CLT) approaches as implemented by teachers of EFL in selected Thai 
primary schools. The study developed three teaching units using different methods 
within a communicative approach, and investigated the extent to which these units 
assisted EFL teachers at the primary level to implement effective English teaching.  
Prasongsook’s study found that most teachers had difficulties implementing the 
approaches to English teaching provided. Only the teacher with pedagogical 
experience was able to effectively guide her class through the three phases of the 
CLT weak version unit; the other three participating teachers remained in the first 
two phases. The same three teachers also faced difficulties teaching the Concentrated 
(CLE) unit. All language encounter teachers implemented the CLE and Computer-
Based Language Activities (COBLA) unit effectively. Overall, the study assisted in 
making pedagogical comparisons between Communication Language Teaching and 
Concentrated Language Encounters, which is relevant to the current research of EFL 
writing pedagogies. However, the study did not take into account the ideological 
dimensions of power and pedagogies in the EFL language classroom, which has 
rarely been addressed in the literature, and even less so in the Thai context. 
2.2 THE EFL CONTEXT OF SCHOOLING IN THAILAND AND THE EFL 
CURRICULUM 
English is used to seek for knowledge both in-school and out-of-school, and is 
also the language medium in the global economy, tourism, and international 
organisations (Graddol, 2006). According to Gebhard (2006), EFL can be defined as 
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the study of English by people who live in places in which English is not used as a 
means of first language communication. He further indicates that in such a setting, 
students have few chances to be exposed to English for communication outside the 
classroom. In the EFL context, some cultural aspects in the target language may not 
be naturally acquired (Brown, 2001; Cotterall & Cohen, 2003). The following 
sections will provide the history of English and its role in the Thai context. The 
reform of the English curriculum, which was partly due to the failure of Thai 
economics in 1996 (Wongsothorn, 2003), was enacted by the Ministry of Education 
in 1999. 
2.2.1 History of teaching English in Thailand 
How English has arrived in each country around the globe differs with the 
social and political history of each country. Historically, the Kings of Thailand 
recognised the power of the English language and the threat to independence that 
colonial powers presented. To avoid foreign dominance, the Thai people chose to 
utilise that power to the advantage of the Thai nation. This emphasises that English 
has an important role in Thailand, reflected in Thai education policy since then. 
The history of teaching English in Thailand can be traced back to post World 
War II, while Britain had an important influence on Thailand during the early years 
of the Chakri dynasty (1824-1865), and had been relied upon to “blunt the more 
extreme imperial adventure of France” (Wyatt, 2003). Making the decision to avoid 
being colonised, Thai rulers decided to learn about Western culture and the English 
language. At first, this cultural influence was largely British. After World War II the 
foreign influence was largely American, and English was primarily spread through 
tourism and through trade exports (Durongphan, Aksornkool, Sawangwong & 
Tiancharoen, 1982; Sukwiwat, 1985; Wongsothorn, 2001). 
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After World War II, Thailand identified the USA as the nation most likely to 
predominate in South East Asia. At the same time, the USA recognised Thailand as 
“an independent state to be defended against communism” (Wyatt, 2003). The USA 
was now playing the role once held by the British in the 19
th
 century. According to 
Aksornkool (1985), native English speaking teachers were hired to teach the royal 
children and selected royal officials from the high aristocracy. At that time, the 
objective of learning English was to acculturate royal officials who were in contact 
with Westerners in terms of trade and diplomacy.  
English was never imposed on the Thai people by any English-speaking nation 
(Masavisut, Sukwiwat &Wongmontha, 1986; Sukwiwat, 1985). However, over past 
decades, English has been used by people at all levels of Thai society, such as among 
business people, academics, and government leaders, to fulfil their own objectives, 
so that they could participate in international communication, compete in 
international trade, develop the tourism industry, or simply improve the family’s 
economic well-being. For example, Thailand is promoting English learning through 
all levels of education in order to meet the demands of using English to communicate 
with nations in the ASEAN Trade in Goods Agreement (ATIGA, 2007; 
Wannachotephawate, 2015; Wiriyachittra, 2002).  
The teaching and learning of English in former times was primarily through 
rote memorisation and grammar translation, since this reflects the educational and 
religious tradition of Thai culture (Wongsothorn, 2001). Students in Thailand 
consider “knowledge as something to be transmitted by the teacher rather than 
discovered by the students” (Laopongharn & Sercombe, 2009; Tharawoot, 2009, p. 
5). Therefore, the rote acquisition of knowledge was given priority over independent 
creative thinking and a learner-centred approach. English is part of the educational 
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curriculum at all levels in Thailand, and has been a compulsory subject for students 
beyond Grade 4 since 1921 (Aksornkul, 1980, as cited in Foley, 2005). The role 
English plays in the social and economic development of the country has long been 
recognised. 
2.2.2 EFL curriculum  
In 1966, the Thai government directed that English must be emphasised and 
taught as a compulsory course for all primary students from year one, aged 7 years 
onward, to provide the opportunity for students to continue their English education 
without interruption and facilitate lifelong learning (Ministry of Education, 1996). 
The period of compulsory schooling in Thailand is six years of primary schooling, 
and three years of lower secondary education. In Thailand, students learn English 
from the primary level (Year 1-6), and throughout the secondary level (Year 7-12) as 
a compulsory subject.  
The curriculum in the primary level aims to provide students with the 
foundation of English skills and prepare them for secondary education 
(Wongsothorn, 2001; 2003). Students study English for three to four periods a week 
(Punthumasen, 2007), in almost all public primary schools. For some schools, there 
are extra periods in which native English teachers teach students English listening 
and speaking skills. The curriculum at this level “is geared towards usage; the 
emphasis is on oral skills and basic understanding of simple English for everyday 
use” (Wongsothorn, 2000, p.330).  
The teaching of English language follows the 2001 Basic Education 
Curriculum by the Ministry of Education. Nevertheless, teachers can adapt the 
curriculum to suit the needs of the local community. Moreover, teachers should 
encourage the critical thinking skills of their students (Ministry of Education, 2006; 
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Punthumasen, 2007). The teaching materials are typically obtained from commercial 
sources “approved by a committee consisting of experts, teachers, and linguists 
appointed by the Ministry of Education” (Wongsothorn, 2000, p. 331). The materials 
are varied, in order to suit the needs and abilities of students. 
An audio-lingual method of teaching English was introduced and implemented 
to replace the old traditional methods in EFL contexts, with the expectation that it 
would enhance learners’ communicative competence. However, this method had 
limited success in enabling Thai students to communicate in English (Baker, 2008; 
Foley, 2005; Forman, 2005). This is partly because the Thai education system 
emphasises a didactic teaching style and still tends to rely on rote memorisation of 
knowledge. Thai students learn to dislike discussion since they typically fear getting 
the answer wrong and often expect that every question has a correct answer 
(Dueraman, 2012; Foley, 2005; 2008; Hayes, 2008).  
In education reform in English language teaching in Thailand, there is now an 
emphasis on learner-centred and communicative approaches, and every level of 
schooling should be at the forefront of this change. Furthermore, according to the 
National Education Act, teachers are expected to “foster collaborative learning, 
thinking processes and use of English” (Wongsothorn, 2002, p.111). The Thai 
government was aware of the importance of improving methods of assessment in the 
Thai education system; accordingly, there was an attempt to reform education at all 
levels. 
In the era of globalisation, many countries have established networks and 
international cooperation for their own political, economic, and social development. 
Therefore, it was inevitable that English would be the most important means of 
communication. As English is an international language, the ability to communicate 
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effectively in English is essential for a country’s competitiveness in global trading. 
Thus, the reform of English teaching in Thailand follows this global trend which 
focuses on “developing learners’ communicative competence, and promoting 
learning strategies and learner autonomy in language classrooms” (Nonkukhetkhong 
et al., 2006, p.2). 
The education system in Thailand is divided into four levels:  
1. Pre-school or pre-primary is considered as a preparatory course for 
primary education. Generally, public pre-schools offer a two-year course, 
but private pre-schools offer a three-year course. The age of entry ranges 
from three to four years old. 
2. Primary education offers a six-year compulsory and free of charge course. 
However, the private sector comprises schools run for profit and are fee-
paying. All children are obliged by law to attend primary school. The age 
of entry ranges from six to seven years old.  
3. Secondary education comprises two levels: lower and upper. On 
completing lower Secondary (Year 7-9), students may enter vocational 
education and training and continue into higher levels of vocation-oriented 
programs, depending on their aptitude and interest. Those completing year 
12 can apply to enter higher education. As a result of the implementation 
of the National Education Act (1999), secondary education has become 
compulsory and free of charge to all people. Students may choose to leave 
the school system after completing 12 years of education. 
4. Higher education is divided into three levels: diploma, undergraduate and 
postgraduate. It may take place in college, a university or a special 
institution. 
Generally, upper secondary school graduates can pursue their higher education 
by taking the national university entrance examination. Most university degree 
programs take four years to complete. Graduates can pursue their higher education by 
enrolling in open public universities. According to the Ministry of University Affairs 
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(MUA, 2000 as cited in Lao, 2015), in 2000 there are a total of 645 institutions.in 
Thailand. Apart from the universities, there are several forms of education modified 
to suit different purposes of training, interest, and ability. These include such 
specialised areas as teacher education and training (provided by the Rajabhat 
Universities), nursing, physical education, technical and vocational education, music, 
drama, the military and police.  
Table 2.1 












Approx. Age (yrs) 
 
3-6 6-11 12-14 15-17 
 
It should be noted that most levels of education offer foreign language courses; 
therefore, it is important to understand the policies that shape the teaching of foreign 
languages in the Thai education system. Official Thai policy regarding the learning 
of foreign languages encourages both the languages of the region and significant 
European ones. Education bureaucrats expected that Thai people would be eager to 
acquire a working knowledge of the languages of neighbouring Cambodia, Laos and 
Vietnam. Thailand also needs language skills in Japanese and Mandarin, as it is 
interacting significantly at government and private industry levels with regional 
influences, chiefly Japan and China. Thailand trades with many countries and has 
diplomatic relations with almost all. University courses are available in English, 
French, German, Spanish, and Italian; however, English has been specified in 
government policy as the most important one as a global language (McKay, 1992; 
Wiriyachittra, 2002; Wongsothorn et al, 1996). 
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Thai foreign language policy has changed to meet the demands of 
globalisation, prior to the implementation of the education reform program at the 
Ministry of Education in 1996. Foreign languages were taught as an optional subject 
in state-run schools from Year Five through the upper secondary level. At the 
primary level, students could choose to study English or Mandarin, but at the 
secondary level, they could choose to study other foreign languages e.g. French, 
German, and Japanese. The majority of students choose to study English because 
they recognised its value for their future careers as it is a widely used international 
language for both academic and occupational aspects. Language choices are 
presented in Appendix A: Learning area of foreign language: strands and outcomes. 
In sum, education reform in Thailand has been significantly influenced by 
rapid economic improvement (ATIGA, 2007). Thailand is similar to other ASEAN 
countries, such as Malaysia, Singapore, and Vietnam, which are experiencing rapid 
growth in their economies (Nomnian, 2013). This can be seen with the establishment 
of the ASEAN Community in 2015 (Deerajviset, 2014). Like all countries, Thailand 
has been affected by information and communications technologies (Chayanuvat, 
2003; Choomthong, 2014; Foley, 2005; Office of Education Committee (OEC), 
1999; Wongsothorn, 1996). Thus, the key product objectives from an English 
language teaching perspective in the National Education Act (NEA) are knowledge 
of languages and skills in languages (Section 23), and ability to use Information and 
Communication Technologies (ICT) (Section 66) (Todd & Keyuravong, 2004). 
2.2.3 Teacher training 
Teacher training is offered either in universities by the Ministry of University 
Affairs or in teacher training colleges administered by the Ministry of Education’s 
Department of Teacher Education. Previously, it took four years to complete a 
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bachelor’s degree for the teaching profession, but now the teaching education 
curriculum is five years, including four years’ course work, and one year of teaching 
field experience (Ministry of Education, 2013). 
In Thailand, the educational institutions responsible for teacher education and 
training are named the Rajabhat Universities (formerly known as the teachers’ 
colleges and Rajabhat Institutes). They have had to concentrate on the mass 
production of graduates to meet the rapid increase in demand for teachers (The 
Nation, 2005). They rarely focus on the socio-educational change from producing 
teachers who are good public servants to teachers who are analytical, and prepared to 
use a variety of teaching-learning approaches and assessment methods. The main 
method for teaching and learning is the lecture, where discussion and questioning is 
not usually encouraged. The main method of assessment is an examination, 
emphasising multiple choice tests, where students are discouraged from seeking 
knowledge and exercising their thinking ability (Office of National Education 
Commission, 1999). Therefore, teachers who graduate from these institutions do not 
know how to teach their students to learn differently, nor how to learn more 
effectively (Ekachai, 1999). 
During the past decade, Thai teachers of English put the emphasis on teaching 
the receptive skills of listening and reading; however, the new syllabus requires a 
greater focus on the productive skills of speaking and writing. Cooperative learning 
is also now considered important to help students communicate in English and to 
enable them to be prepared to meet the demands of social change and the country’s 
development (Divaharan & Atputhasamy, 2002; Freeman, 1993). In addition to new 
pedagogical methods, such as the communicative approach, Thai teachers are 
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encouraged to use technologies and various kinds of materials to improve their 
teaching and learning in EFL classrooms (Ministry of Education, 2006). 
The Ministry of Education is still to propose minimum entry standards for 
teacher recruits in either public or private schools (The Thairath, 2013). Due to 
educational budget limitations, the Ministry of Education cannot provide serving 
teachers in schools with sufficient training courses to update them with alternative 
teaching-learning approaches that would enable them to teach their students 
effectively. Most teachers remain content with rote memorisation, which they are 
familiar with historically (Tyrosvoutis, 2016; Yilmaz, 2007). At the time of this 
research, the Thai government has prepared to upgrade the educational system to 
improve teacher education, teacher training, teacher recruitment, and student 
admission to all school levels. 
The most important factor in student learning progress is teachers and teacher 
quality (Geringer, 2003), while other factors such as motivation, funding, and class 
sizes are considered less important. Teachers in Thailand are expected to teach 
effectively in challenging environments, often with 60 students in one classroom. 
Thai teachers have an overloaded burden in their teaching periods and conducting 
research to improve their career (Prasongsook, 2010). Also, teachers are required to 
use ICT in their teaching.  
Some institutions and organisations, both government and the private sector, 
offer assistance by organising training sessions, seminars, and conferences for 
teachers at all levels. For instance, conferences for novice teachers and teachers with 
some experience are held every two years with the purpose of developing teacher 
quality (Khanarat & Nomura, 2008; Wiriyachitra, 2002). Thailand encourages a 
continuous learning curve for English teachers (Khanarat & Nomura, 2008). 
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Teachers can attend training sessions, such as classroom management, instructional 
skills, writing lesson plans, and English language proficiency. Thai teachers of 
English have an opportunity to join the training sessions or seminars organised by 
well-known organisations (Graham, 2010), such as the annual Thailand Teaching 
English to Speakers of Other Languages (TESOL) conferences, English Resource 
and Instruction Centres (ERIC) (Khanarat & Nomura, 2008), Primary Education 
English Resources Centre (PEERS).  
2.2.4 Learners’ background 
The spread of English in Thailand has largely been confined to the rural middle 
classes in major metropolitan areas such as Bangkok and Chiang Mai. English is also 
used by those involved in international tourism and international business. But for 
other Thais, particularly the rural poor, it is very much a foreign language with little 
impact on their daily lives. Similarly, in this study context, the students were 
ethnically from diverse backgrounds. There is not one homogenous category of Thai 
students. The differences of Thai students can be explained as there is ethnicity, like 
most live in rural areas. In this research, all students in this school can be designated 
as ethnic minority students because their sociocultural backgrounds differentiate 
them though they are registered as of Thai nationality.  
The costs of private schools and government schools, and for urban school and 
rural schools, are different (Nomnian, 2013; Tsang & Taoklam, 1992; UNESCO, 
2013). Thailand has a large private sector education system paralleling the 
government sector (Keawmala, 2012). Normally, the number of English classes in 
the private sector is much greater than in the government sector. Students who attend 
private schools are considered to be of higher status than those who go to 
government schools. Consequently, students from private schools have higher 
 42 Chapter 2: The Literature Review 
English proficiency than those from government schools (Mackenzie, 2002; Tsang & 
Taoklam, 1992).  
Even though in the 1996 school curriculum, English language teaching has 
been introduced into the first year of primary school, the reality is that only primary 
schools in urban areas and private primary schools have been able to implement this 
policy fully (Kam & Wong, 2004). Moreover, it has been concluded by some that the 
barriers that prevent students from learning English include students’ unwillingness 
to speak due to a culturally-based seniority system and shyness; an over-emphasis on 
accuracy; and having an ingrained attachment to rote memorisation (Mackenzie, 
2002; Wiriyachitra, 2002; Wongsothorn, 2001). Further, students have problems with 
not having enough practice in English on their own, lacking opportunities for English 
exposure outside class, insufficient knowledge and skills of English, and students 
having problems with writing (Noom-ura, 2013).  
Though Thai students learn English in formal education for at least ten years, 
the curriculum cannot meet the demands required by the workplace (Nomnian, 
2013). Teachers are aware of improving the learners’ communication skills. Teachers 
seem to encourage their students to practise listening-speaking skills, and reading-
writing skills outside the classrooms (Noom-ura, 2013). However, in the Thai EFL 
context, English language learning generally takes place only in the classroom 
(Forman, 2007; Teng & Sinwongsuwat, 2015).  
2.2.5 A teacher-centred approach  
A teacher-centred approach has played an important role in educational history 
in Thai EFL classrooms (Chatranonth, 2008; Kulsirisawad, 2012). Learner-centred 
learning or active learning is a method of instruction in which the student is in the 
centre of focus (Matas & Natolo, 2010; Richards & Rodgers, 2001). On the other 
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hand, teacher-centred learning or passive learning occurs where the teacher plays a 
didactic role. Bowers and Flinders (1990) defined the teacher-centred model as an 
industrial production in which the student is a product of “exit skills” or behavioural 
“out-comes”. In contrast, the learner-centred approach aims for self and life-long 
education (Koper, 2004), and the role of the teacher is changed from teller to 
coordinator, and from material users to teaching material providers (Baldauf & Moni, 
2006). 
In Thailand, school systems, curriculum standards, course books, examination 
systems, and so on are controlled by the Ministry of Education (Khanarat & Nomura, 
2008; Wiriyachittra, 2002). It is noted that in a teacher-centred approach, teachers are 
the authority in the classroom, whereas students are forced to be passive and 
respectful to the teachers. English grammar teaching has been carried out within 
classrooms where practice, drills, teacher’s management, and commercial course 
books shape learning procedures. It could be said that students lack opportunity for 
communicative interactions using English language.  
Teacher-centred teaching approaches adopted by most Thai teachers enable 
great power and control in the classroom as the teachers are experts in what they are 
teaching and students are complete novices (Kulsirisawad, 2012). Thai students are 
not supposed to question or challenge their teachers’ ideas, thinking, or teaching. 
Students are supposed to be docile, easy to teach, easy to manage, and completely 
submissive to the teachers’ power.  
Teachers who use the teacher-centred teaching model decide what their 
students should learn, and use direct teaching methods to impart their knowledge to 
their students who are sitting quietly as recipients of knowledge. This kind of 
teaching method promotes rote learning, in which the students commit the materials 
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to memory without understanding. The students are expected to answer examinations 
from memory.  
Since teacher-centred approaches have dominated Thai education for decades, 
it has been argued that Thai students cannot think creatively or critically, and cannot 
put their knowledge to creative practical applications in real-world situations. Thus, 
the enactment of the National Education Act in 1999 that makes educational reform 
mandatory, and the subsequent implementation of learning reform in the same year, 
were the first crucial steps taken towards a complete restructure of the Thai education 
system. 
Mackenzie (2002; 2005), cited in Dhanarattigannon (2008), conducted a study 
that trained teachers in the communicative approach and researched the teacher 
pedagogies following the training. The research demonstrated that teachers were 
overwhelmed by the workload and the large numbers of students, so the teachers 
resorted to direct instruction and their former pedagogies, which included a focus on 
grammar and multiple-choice questions. The communicative approach was also 
incompatible with the curriculum and assessment forms.   
2.3 TEACHING EFL WRITING IN THAI CONTEXTS 
Approaches adopted in Thailand have closely followed approaches developed 
to teach ESL in native speaking countries, particularly in the UK, the US and 
Australia. Traditionally, approaches developed in the EFL contexts were primarily 
concerned with speaking skills. Writing skills were often introduced as a memory aid 
as students moved towards mastering oral skills. Since the early 20
th
 century, writing 
was typically the secondary skill set, rather than being valued for its unique 
contribution to the development of whole-language competence. The theoretical 
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background of these approaches, their strengths and weaknesses, and their impact on 
English language teaching in Thailand will be described next.  
Writing instruction has become a field of increasing interest in recent years. 
The teaching of writing in EFL has seen dramatic changes in the last 20 years that 
have led to paradigm shifts in the field. There have been numerous approaches to the 
teaching of writing. Nevertheless, in order to understand the history of teaching 
writing in Thailand, it is important to consider the controlled composition approach, 
together with the “current-traditional rhetoric approach” or “functional approach”, 
which are still found at the tertiary level of education in Thailand (Dhanarattigannon, 
2008; Jarunthawatchai, 2010). The researcher will briefly discuss the communicative 
approach, which plays an important role in teaching Thai EFL writing as well. 
However, in recent years, there has been emphasis and debate on the differences 
between three major approaches – the product-based approach, the process-based 
approach and the genre-based approach. Significantly, this study will examine what 
teacher pedagogies are used in teaching English writing in primary schools in 
Thailand. 
In many parts of Thailand, writing, particularly writing in English, has been 
taught as a part of teaching language. In language classrooms (both in Thai and in 
English), the teacher addresses four skills: listening, speaking, reading, and writing. 
However, writing is not emphasised unless it is a subject for students majoring in 
English language. There may be many approaches introduced in Thai classrooms. 
However, writing instruction in Thailand historically can be grouped in two main 
approaches according to ESL/EFL writing instruction: the traditional writing 
approach and the process approach.  
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Traditional writing approach 
Writing in Thailand has often been taught based on language structure (the 
product-oriented approach). In a traditional classroom, writing whole texts is not the 
focus, but is covered tangentially as a part of learning grammatical structures. 
Writing is taught after the other language skills, such as grammar and sentence 
structure (Thammasarnsophon, 1991). Writing is a means to practise grammar, and 
for the teacher to evaluate how well the students learned the sentence structure they 
were taught. The teacher provides the students with exercise drills (sentence-level) to 
practise and model texts to imitate. Controlled writing and guided writing are 
typically used in the traditional classroom. Traditional writing teachers focus on 
forms or grammatical structure and view writing as a part of grammar instruction. 
Later on, many teachers in the traditional classroom integrated the “current-
traditional rhetoric approach” or the “functional approach” (Hyland, 2003, p. 6) in 
writing classes. After ample traditional study to become familiar with the language 
(Hyland, 2003), students are given instruction on how texts fluctuate. For example, 
first they are taught different types of paragraphs such as cause-effect, comparison 
and contrast, and narration, in order to learn the functions of these texts. The teacher 
then explains how language is used to convey meaning. The teacher also often 
teaches the five-paragraph essay including introduction, body, and conclusion. Later 
on, the students are asked to write an essay by imitating the format or pattern of 
language they learned according to the purpose of their writing. In other words, the 
functional approach emphasises the purpose of language in writing. The current-
traditional rhetoric is commonly used in writing classes for higher education at the 
college level, particularly for students majoring in English. The traditional writing 
approach stresses language structure, rhetoric patterns, and language use. This 
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approach is in use in some writing classrooms in Thailand, and can be found across 
all levels of schooling (Chuenchaichon, 2014; Chuendaechum, 1999). 
The philosophy of controlled writing was rooted in the Audio-Lingual Method 
(ALM), which is based on the behaviourist principle of stimulus-response. There are 
three major assumptions underpinning the ALM (Reid, 1993; Richards & Rodgers, 
2001). First, ‘positive reinforcement’ is an effective teaching method and error is not 
recognised. Second, habituation of language is a basis of fluency, so drills are used 
for practising language. Third, oral language is important for success, whereas 
writing is only a ‘support’ skill.  
Therefore, writing is predominantly taught as a supplement to oral language, 
and as exercises for practising language structures and language use. In the 
classroom, teachers focus on forms of writing, particularly at the sentence level, on 
the teaching of grammatical structures and on error correction. Controlled writing 
became less popular when research showed that emphasis on grammatical correction 
and sentence-level structure can block the composing process and reduce students’ 
motivation to write (Perl, 1979; Silva, 1990). Although there have been some 
concerns about this method of teaching writing, the controlled writing approach is 
still used in many ESL classrooms (Hyland, 2003; Silva, 1990). 
2.4 PEDAGOGIES FOR TEACHING EFL WRITING  
The teaching of writing in the Thai curriculum is unclear in relation to 
recommendations for pedagogical practices, calling for research studies such as this 
one. In addition, researchers have observed that there is a lack of research on many 
aspects of English writing instruction for Thai EFL students (Chuenchaichon, 2014; 
Glass, 2008; Jarunthawatchai, 2010; Shulman, 2005). On the other hand, many 
studies have examined how to improve students’ English writing in other parts of the 
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world. For instance, Santoso (2010) conducted research to establish and develop 
innovative instructional procedures, in which scaffolding can be expanded and 
applied in order to enhance learning of EFL writing skills in an effective hybrid 
learning community in Indonesia.  
Chong’s research in 2002 sought for the answers to this question: What were 
some of the influences reflected in the children’s writing? A case study with six, 12-
year-old students in a writing class reported that the pedagogical choices of the 
teacher play a very important role in helping children write in English, such as their 
responses to children’s writing and their manner of dealing with writing errors. Lee 
(2012) similarly conducted research to investigate teaching genre-based writing to 
high school students at a basic level in Korea. This research concluded that the 
genre-based approach in writing is advantageous in EFL writing, and the teachers’ 
knowledge of genre and implementation of this approach are important factors in 
helping students to develop writing skills. 
English writing is one of the most complex and difficult skills for EFL students 
since it involves the process of transferring writers’ ideas to readers’ thoughts 
(Barkaoui, 2007; Myles, 2002; Suwannasom, 2001). Writing is also claimed as one 
of the most important skills in learning English by a number of scholars/linguists 
(Cumming, 1995; Hyland, 2003; Kroll, 2003; Matsuda, 2003; Silva & Matsuda, 
2001, as cited in Chuenchaichon, 2014). Glass (2008) reported in his study that in 
Thailand, the Thai education system is not compatible with the teaching of writing 
skills. There has been research on English writing at Thai tertiary levels e.g. 
Dhanarattigannon (2008); Glass (2008); Jaruntawatchai (2010); Kongpetch (2003). 
There is one research study on the whole language approach and teaching writing 
agency and power in Thai EFL classes (Kaewnuch, 2008). Unlike the current study, 
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Kaewnuch (2008) only considered a single pedagogy, rather than a range of current 
approaches used in Thai EFL classrooms. Overall, very little has been investigated 
on the teaching of writing with school children (Glass, 2008), especially at the 
primary school level. 
Accordingly, it is necessary to investigate pedagogies of teaching English 
writing adopted by teachers at the Thai primary school level, because understanding 
what Thai teachers do and why they select certain approaches to writing is the first 
step to identifying the most suitable pedagogies which can be applied to the teaching 
of writing in Thai contexts.  
Although there are many approaches or methods and strategies that have been 
used in teaching of ESL/EFL writing (Hyland, 2003; Kroll, 1998; Richards, 2006; 
Silva, 1990), the researcher narrows the discussion to three approaches that are most 
relevant to this research.  
Writing instruction in Thailand can be grouped into two main approaches 
according to ESL/EFL writing instruction. These are the traditional writing approach 
(product-oriented approach) and the process approach; however, the genre-based 
approach has also been recently applied in the Thai syllabus to a lesser extent 
(Ministry of Education, 2001). This is evident by the systematic presentation of 
genres of writing, such as narratives, persuasive texts and instructional texts. The 
history of ESL writing instruction and an overview of these three major approaches 
to teaching English in Thai EFL contexts will be discussed in detail here in relation 
to the product, process, and genre approaches respectively. These approaches are 
addressed here in the theoretical framework because they will influence the analysis 
of the pedagogies that the researcher observed during the critical ethnographic 
classroom observations. They were also covered in the literature review above, but 
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only in terms of recent literature and studies on Thai pedagogies, rather than the 
theoretical origins of these approaches. 
2.4.1 The product-based approach 
The precursor to the product-based approach, audio-lingualism, initiated in 
North America, is one of the traditional approaches used in many parts of Thailand at 
all levels of education. Grammatical competence was the foundation of language 
proficiency; hence, students were provided with detailed grammar rules and then 
given opportunities for practice. During the audio-lingualism era, language classes 
downplayed the role of writing since writing was seen as only a supporting skill. 
Thus, ESL writing classes only focused on sentence structures as a support for the 
grammar class. Silva (1990) stated that the product approach of writing was used in 
order to highlight form and syntax and the emphasis was on rhetorical drills.  
Gabrielatos (2002) points out that the product approach encourages students to 
‘mimic’ a model text, which is usually presented and analysed at an early stage. The 
product approach focuses on the logical construction and arrangement of discourse 
forms, in addition to maintaining its previous emphasis on paragraph models, 
grammar and usage rules, and vocabulary development. Silva (1990) argues that 
product-based approaches assist to reinforce L2 writing in terms of grammatical and 
syntactical forms. In Thailand, writing is still taught after the other language skills 
are developed and writing is considered a supplement to learning English language 
(Phochanapan, 2007; Suwannasom, 2001; Thammasarnsophon, 1991). Teachers 
focus on forms or grammatical structure, and view writing as a part of grammar 
instruction. This occurs at all levels of teaching English throughout Thai schools. 
Reid (1993, p. 24) argued that the main teaching method used by this approach 
was controlled composition, the philosophy of which “grew directly out of the audio-
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lingual method: students are taught incrementally, error is prevented, and fluency is 
expected to arise out of practice with structures”. This is similar to Hyland (2003), 
who explains that foreign or second language writing “mainly involves linguistic 
knowledge and vocabulary choices, syntactic patterns, and cohesive devices that 
comprise the essential building blocks of texts” (p. 31).  
Hyland (2003) indicates that a four-stage process that displays a focus on 
language structure as a basis for the teaching of writing includes: familiarisation: 
learners being taught certain grammar and vocabulary, usually through a text; 
controlled writing: learners manipulating fixed patterns, often from substitution 
tables; guided writing: learners imitating model texts; and free writing: learners use 
the patterns they have developed to write an essay, letter, and so forth. 
In Thailand, this approach has been practised in the traditional classroom; for 
instance, teachers introduce different types of paragraphs, such as cause-effect and 
narration, so as to teach the functions of these texts. Then the teacher explains how 
language is used to convey the meaning. After that, students write an essay by 
imitating the format or pattern of language they have learned according to the 
purpose of their writing. According to Chuendaechum (1999), the product approach 
is found in many writing classrooms in Thailand at all levels of the education system. 
However, the product-based approach has a limitation: it does not provide the 
opportunity for students to use creativity in their controlled writing compositions. 
They pay little attention to the writing process itself (e.g. how the content of text is to 
be researched), and do not recognise the importance of audience or purpose of text to 
convey the message in the L2 culturally accepted style (Caudery 1997; Silva 1990). 
Consequently, another approach to teaching writing, known as the process approach, 
which primarily focuses on the writer rather than the text, was introduced in teaching 
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writing (Bruton, 2005). This approach implied power and did not draw on the socio-
cultural approach to teaching language, because students imitate the model text and 
work independently without interaction with peers or teachers (Barnard & Campbell, 
2005; Byram, Gribkova & Starkey, 2002; John-Steiner & Mahn, 1996). 
2.4.2 The process-based approach 
Since the 1970s, the teaching of writing has shifted away from a focus on the 
written product to a concentration on the writer and the process of writing (Reid, 
1993; Silva, 1990). ESL research on process writing is consistent with research on 
process writing with native English speakers, and the research has focused on how 
writers compose and understand writing as a process of discovery and self-
expression (Hyland, 2003; Puengpipattrakul, 2014; Zamel, 1982; Zen, 2005). This 
approach is based on theories such as expressive and social constructivism. The 
focus of this approach is on the process of composing, self-expression, and 
collaborative learning. 
In the early 1980s, the shift from finished product to process in writing 
instruction has provided insight into the behaviours, strategies, and difficulties of 
writers and has made the composing process the central focus in both English L1 and 
L2 writing (Hyland 2003; Silva, 1990). The process approach argues that writers 
create and change their ideas as they write, and that writing is recursive: when and 
how often writers rework words and structures depends on their personal writing 
style as well as the writing task and context. The process approaches focus on how a 
text is written instead of the final outcome. As noted in Hyland (2003), the process 
approaches have a major impact on understanding the nature of writing and the way 
writing is taught. Therefore, the process approach emphasises the importance of a 
recursive procedure of pre-writing, drafting, evaluating and revising.  
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The writing process approach used in Thailand comprises three main stages: 
pre-writing, writing, and post-writing (Dueraman, 2012; Tanuwongviwat, 1995). The 
model of writing process that involves the planning-writing-reviewing framework 
established by Flower and Hayes is “the most widely accepted by L2 writing 
teachers” (Hyland, 2003). This model is shown below: planning, drafting, revising, 
and editing in the writing process is recursive and non-linear. 
 
Figure 2.1. A process model of writing instruction. 
 
Although the process approach has been introduced in Thai education for at 
least fifteen years, according to the research documents reviewed, few teachers really 
use or apply this approach in their writing classroom, because this approach requires 
students to produce multiple drafts (Steele, 2004), and to make appropriate 
comments during the various stages of writing, which cannot be done by rhetorically 
inexperienced students. However, process approaches have provided valuable 
insights into the teaching of writing with an emphasis on creativity, particularly 
encouraging students to practise writing, and assisting students’ understanding of the 
writing process. The process approach is discussed in relation to L2 writing and then 
in relation to teaching EFL writing (Jaruntawatchai, 2010).  
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In the process approach, instructional activities are designed to help students 
express themselves fluently, to help them think and organise their ideas before 
writing and to help them revise drafts. In the classroom, teachers promote 
collaborative learning through group work such as peer responses. Also, the teaching 
premise in this classroom is learner-centred. The teachers reduce their authority and 
play a less controlling role by allowing the students to explore a variety of topics or 
to choose a topic of their own. In the meantime, teachers allow students to work at 
their own pace. Students have more time to write, to explore their topic and to revise 
their work in order to help them improve their writing. 
In the pre-writing stage, the teacher prepares the students for information and 
language they need for writing. The activities or tasks used in this stage include 
brainstorming, outlining, mind-mapping, and oral discussion about the topic. The 
writing stage, referred to as drafting, is based on the information from the first stage. 
Writing can be performed in groups or completed as individual work. Post-writing 
refers to the revision stage. The activities in this stage included peer-review or peer-
response, conferencing, revising, editing, and publishing (the final draft that students 
turn in).  
The following sections review research on writing in Thailand, bearing in mind 
that the amount of research on writing with primary school students is low. While 
there are policies on writing, there is no specific research on writing pedagogies in 
the Thai context. Unlike the other studies of the ESL/EFL writing classroom, studies 
in Thailand tend to focus on test scores as a measurement of students’ writing ability.  
A longitudinal project carried out by Graham (2011) used designing a comic 
series based on the curriculum requirements for the first six years of English 
language basic education (primary) in Thailand. The dialogues are based on the 
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language found in end-of-year examination preparatory books (O-Net and N-Net 
reports, 2011) and input into an internet-based comic-making application: 
www.makebeliefscomix.com. The student participants were Grade 2 students in 
Udon Thani Province in Thailand. The findings suggest that students benefit from 
reusing language phrases in the early years, using activities such as gap-fill. Also, 
students were able to practise writing as an additional activity. Besides, the writing 
component, following the gap-fill comic approach gives teachers the opportunity to 
give both written and spoken corrective feedback (Hartshorn et al., 2010) to students 
on an individual basis, which although time-consuming, proved very effective in 
producing improved written work and motivating the students. In addition, it is 
important to note that the gap-fill activity does not have to be applied only to 
vocabulary learning; this activity can also be used for grammar practice.  
The semi-structured interview with 25 primary school teachers teaching EFL in 
Thailand conducted by Tongpoon-Patanasorn (2011) sought answers to the following 
four research questions: 
1. To what extent do teachers understand learner-centeredness?  
2. What are teachers’ perceptions of learner-centeredness?  
3. To what extent do teachers’ practices reflect learner-centeredness?  
4. What problems and challenges do teachers encounter in implementing the    
new language policy?  
The research results suggested that teachers have partial knowledge and some 
misconceptions about leaner-centeredness. Further, most teachers have low self-
reported language proficiency, and have no training in learner-centred approaches.  
Wisessang (1996) divided ninth grade students into experimental and control 
groups. The experimental group was taught through the process approach, while the 
control group teaching was based on the curriculum which focused on the product. 
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According to the test scores, students who were taught through the process approach 
wrote better than those who were taught through the product approach. Wisessang 
(1996) concluded that the process approach enhanced students’ English writing 
ability. 
In Puengpipattrakul’s study (2014), the quantitative data from the scores of 
group writing tasks, socio-cognitive skills and self-assessments indicated that in 
addition to the students’ improved writing ability, the process approach to writing 
enhanced socio-cognitive development to differing degrees. Data analysis from 
interviews with 24 students indicated that students viewed a process approach 
instruction as helpful to them because it helped them develop their affective, social, 
and cognitive processes. However, this study was limited to Thai students at the 
tertiary level, unlike the current thesis with primary level students. 
Unfortunately, there are few studies of writing pedagogic implications in the 
classroom, and how these help EFL students improve their writing. Therefore, in 
process writing classrooms, teachers promote peer responses, as well as teacher-
student and student-student (peer) conferences, so that students can learn from their 
peers in order to transform ideas into written texts.  
The process approach was introduced in writing classrooms in Thailand at least 
fifteen years ago, according to studies done on process approaches (Chuendaechum, 
1999; Tanuwongviwat, 1995; Thammasarnsophon, 1991). In process approaches, the 
teacher focuses on the process of writing and allows the students to explore their 
writing process through multiple drafts. However, more recently, the research of 
teaching writing and implementation of L2 writing pedagogies has been overlooked 
in Thai research. Furthermore, no studies address how power operates in the 
 Chapter 2: The Literature Review 57 
selection of pedagogies borrowed from other nations. Consequently, it is important to 
investigate writing pedagogies again in this decade. 
2.4.3 The genre-based approach 
One of the important approaches introduced to Thai EFL is the genre-based 
approach. According to the English syllabus, there are some strands organised by 
genre, from writing greeting cards to composing a short essay. The genre-based 
approach was initially developed in Australia and used to teach writing in primary 
school (Martin & Rothery, 1980; 1981). It has been found to be an effective 
approach to teach writing both to native speakers and in teaching ESL to non-English 
speaking migrants.  
Australian approaches to genre have been centred within a larger theory of 
language known as systemic functional linguistics, developed by Halliday (1961), 
and has since greatly influenced language theory and education in Australia. The 
Australian genre-based approach to the teaching of writing, which was developed by 
Martin and Rothery (1980; 1981) and their colleagues such as Christie (1984); 
Derewianka (1990); Gerot and Wignell (1994); Hammond (1987); and Hammond et 
al. (1992), was later applied to teaching literacy at other levels of education. This 
approach attempts to immerse students in an awareness of the social purposes, text 
structures and linguistic features in a range of factual genres.  
The genre-based approach aims to teach writing through a particular text type, 
for example, a business letter, enabling learners to write for varied social contexts 
and with different roles and relationships between authors and readers (Hyland, 
2003). In this approach, students are given an explanation of linguistic and rhetorical 
features first. Through explicit understanding of linguistic components and rhetorical 
patterns, students can learn how texts are structured and how grammar and 
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vocabulary are combined to create meaning. Then students realise that different texts 
have different purposes, and thus different organisations. This knowledge is a 
powerful tool through which students learn social rules to follow when they write. 
According to Hyland (2003), the genre-based approach presents linguistic and 
rhetorical forms in an integrated way within a context, because writing occurs in 
particular cultural and social contexts that require different grammatical choices. 
However, in Thailand, the contexts in which genre-based approaches are 
applied differ among school levels. Implementation of this approach is mainly used 
in higher education, such as universities and colleges, with particular courses such as 
academic English writing courses (Kongpetch, 2003; Malakul & Bowering, 2006). 
This is perhaps because the genre-based approach has a significant positive impact 
on students’ factual writing. Also, it emphasises the development of writing 
proficiency by teaching linguistic features and appropriate rhetorical patterns that are 
accepted in the target society, which are needed at the higher education level. 
Nevertheless, teaching writing through particular text types, such as letters, 
compositions, and specific topic essays is found at the primary school level 
curriculum in Thailand. 
Conducting research with Thai university students through a genre-based 
approach to writing to develop academic business English writing, Foley (2013) 
found that the academic business English writing of the students had improved. The 
research recommendations encouraged writing teachers and students to recognise the 
importance of genre-based writing instruction and the development of writing in 
academic business English. Again, unlike the current thesis, the research addressed 
writing pedagogy at a different level of Thai education, and only in relation to a 
single pedagogy, without reference to power. 
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As previously mentioned in Chapter 1, these three approaches, namely the 
product-based approach, the process-based approach, and the genre-based approach, 
provide a clear background for understanding how Thai teachers of English introduce 
some approaches to writing classes and at the same time neglect others. For instance, 
teachers at the Thai tertiary level frequently apply a genre-based approach in 
academic writing classes (OBEC, 2008). Since each approach has some advantages 
to improve students’ writing skills, rather than using them in isolation, teachers can 
adopt them into the writing classroom as interlinked approaches, incorporating the 
advantages of all approaches.  
2.5 A WHOLE LANGUAGE APPROACH FOR THE EFL WRITING 
CLASSROOM 
The whole language approach applied to the teaching of English has long been 
recognised in Thai schooling, including the work of McDonough (2004); Phadung et 
al. (2016); Pookcharoen (2009); and Vibulphol (2004). From a review of these 
studies and relevant research documents, the researcher argue here that a whole 
language approach offers advantages for Thai classrooms for several reasons related 
to the characteristics of this approach. Three key features of whole language 
approaches include that: a) phonics instruction is embedded in meaningful reading 
and writing activities, b) teachers are viewed as facilitators of learning rather than as 
directors, and c) portfolios and other performance-based assessments, as opposed to 
skill-based assessments, are the preferred methods of measuring progress (The 
Greenwood Dictionary of Education, 2001, p. 499). 
There has been considerable debate regarding whether whole language theory 
is an approach, a method, a philosophy or a belief. Research shows that whole 
language is considered as an approach, because each teacher implements the theory 
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in their classroom according to their interpretation and their students’ characteristics. 
Learning in whole language must be authentic, personalised, learner-centred and 
collaborative (Dixon & Tuladhar, 1996), since language is seen through an 
interactional perspective such as relations between teachers and students in the 
classroom. Students’ experiences, their needs, interests and aspirations are also 
important. Language is always used in a social context and applied in real situations 
which are relevant to the students. There is an emphasis on learning authenticity, 
because applying what has been learned in a real situation, the subject will be 
internalised (Richards, 2006).  
The view taken in this thesis is that whole language is not a teaching method, 
but an approach to learning that views language as a whole entity. Whole language 
focuses on experiences and activities that are relevant to students’ lives and needs 
using authentic materials (Dixon & Tuladhar, 1996). Using a whole language 
approach involves choosing strategies and techniques that best fit the needs of the 
students, engaging them in what interests them, as well as teaching the essentials of 
the curriculum. However, there is no one method of teaching or learning that is 
suitable to all learners or teachers. The whole language approach can be used to 
facilitate the development of second language learning (Freeman & Freeman, 1994; 
Richards & Rodgers, 2001). 
Weaver (1990) states that whole language is not a means of instruction, but a 
perspective that is harmonious with the psycholinguistic approach. Moreover, whole 
language was conceptualised and defined as a holistic approach of language learning 
(Goodman, 1991), which did not separate the activities of reading, writing, and 
speaking. Dixon and Tuladhar (1996) discuss the advantages of whole language 
approaches, which include the development of writing skills, and emphasis on 
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reading and writing in a meaningful context, and a focus on learners’ needs, interests, 
skills, and progress. Mills (2005) elucidates that a key feature of whole language 
approaches was an emphasis on “the semantic or meaning-based features of literacy 
experiences”, which are presented as “real-world or life-like literacy situations” (p. 
69). 
The whole language approach is a theory of thinking that supports children 
learning to read and write. Children learn language from birth onward in 
environments like home, and through immersion in the world of language, books, 
and nature. To develop as human beings, people start by developing their thinking 
and language. This helps humans to think continually. The whole language approach 
is divided into three components: (a) creating the environment with whole language, 
(b) the process of whole language learning, and (c) teaching within a language block 
of organised activities for reading and writing (ONEC, 1999; Thai-Israel Foundation, 
2000). 
The current English policy in Thailand 2008, which emerged from the National 
Education Act of 1999 (OBEC, 2008), dictates that Thai teachers of English should 
apply learner-centred learning and a communicative learning approach. However, a 
gap exists between the goals of the policy and what actually occurs in the classroom. 
There were few examples in my observation of either the communicative approach 
or the learner-centred approach being employed, which will be illustrated in Chapter 
5. Teachers still tend to transmit knowledge to their students in a teacher-centred 
approach. The reasons for this may be due to the influence that the national 
examinations have on teachers’ work, the suitability of imported teaching and 
learning approaches on Thai EFL contexts, as well as the need for better 
implementation of change.  
 62 Chapter 2: The Literature Review 
Based on Richards and Rodgers (2001), the whole language theory was 
developed in the 1980s by a group of American educators to help children learn how 
to read, and later was extended to foreign language learning. In the Thai EFL 
context, this theory is based on the principle that a foreign language must be taught 
as a whole, without being divided into its components, such as grammar and 
vocabulary. The whole language principle (Goodman et al., 1992) also emphasises 
that students must learn how to read and write in a natural way, the same way they 
learn their native language, and gives more importance to activities which are 
relevant to the students.  
Many of these activities are also common in other instructional approaches, 
such as in a very well-known Communicative Language Teaching (CLT). In 
contrast, whole language teaching is not the incidental use of such activities based on 
the topic of the lesson or an item in the syllabus, but applies English activities as part 
of an overall philosophy of teaching and learning that gives a new meaning and 
purpose to such activities (ONEC, 1999; Thai-Israel Foundation, 2000).  
An example of this strategy involves students in a group discussion about a 
food recipe. Students in the group brainstorm to choose the recipe and give the 
directions to make that food. The skills practised in English focus on vocabulary, 
descriptive adjectives, and giving instructions. This technique encourages students to 
speak in English language in smaller groups, which poses less of a threat than 
speaking to the whole class. They also practise writing on a specific topic they are 
interested in. This is an example of whole language because students can see how 
English is used in recipes in a real world situation (Phadung et al., 2016). 
It should be noted that whole language includes all the skills of language 
learning, including the integration of oral and written language skills. Moreover, 
 Chapter 2: The Literature Review 63 
these skills must be taught in context and not through meaningless worksheet drills 
or rote learning exercises. This means in the whole language approach teachers 
always facilitate and never teach directly. However, building the skills of language 
learning certainly has a place within the whole language approach. Students need to 
become masters of spelling, punctuation and grammar in order to be proficient in a 
second language. The practice used in second language skill acquisition must be 
centred on the strengths of the learner, and not the dictates of a text. Thus, language 
is learned from whole to part (Cheng, 1998; Dawid, 2004; Dixon & Tuladhar, 1996). 
A whole language approach seeks to engage the students in activities that 
originate with their own interests. While not a whole-language theorist, Mills and 
Exley (2014) argue, regarding writing and digital literacy practices, that teaching 
strategies should engage students with writing tasks that are situated in a digital 
world. Literacy teachers and researchers need to move from print-based approaches 
to writing with online practices to prepare students for the workplace. Students make 
their own choices; they choose, with guidance, what to read and what to write about. 
A whole language approach is learner-centred, and it advocates active participation 
by the student. This does not imply that the teacher does not have input concerning a 
given lesson; rather, greater responsibility is placed on the student with respect to 
knowledge achievement. Fundamentally, whole language permits the students to 
construct their own learning environment from within a collaborative environment, 
where the teacher acts as a facilitator. In this sense the whole language approach 
becomes a social tool as well as a learning tool for segments of language (Goodman, 
1991). 
A study conducted by Phadung et al. (2016) reveals that there are positive 
gains when using an interactive e-story to foster the early literacy learning of ethnic 
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minority children at the kindergarten level in a Thai context. The samples were 60 
children who used the Pattani Malay language as a mother tongue, and who had little 
experience with Thai language – the language of instruction in kindergarten 
classrooms. They were divided into two groups. One classroom was the experimental 
classroom, in which the students learned with the interactive e-story. The other was a 
control classroom, in which the students learned with the paper version of the e-
story. Both groups were taught using a whole language approach for 45 minutes per 
day over 8 weeks. A pre-test and post-test was designed to measure word recognition 
and story application, whereas a post-test was designed to assess only story 
comprehension. The research results show the children’s improvement after using an 
interactive e-story, demonstrating a significant difference in word recognition and 
story application. However, this study was limited to using whole language for 
reading in early childhood classrooms. 
To summarise, the whole language approach is applied in predominantly 
learner-centred environments, which seek to build on the prior knowledge of students 
(Freeman & Freeman, 1994). The role of a teacher is that of a facilitator who guides 
the learner (Patzelt, 1995). Thus, it is clear that the whole language approach 
encourages students to be cooperative in activities, such as brainstorming, reading 
and writing to re-tell the story (Dixon & Tuladhar, 1996), and engaging students in 
peer and small group discussions (McDonough, 2004). In a whole language 
classroom, writing is based on real texts and real life experiences (Weaver, 1990). 
Moreover, the focus of the writing class is on the whole writing process, not the 
product (Rigg, 1991). A student’s portfolio, which is a collection of produced writing 
tasks, is also a tool of assessment in the whole language approach. These reviews of 
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the whole language approach and its application to teaching writing will further 
assist analysis of data in Chapter 5 
2.6 CODE-SWITCHING IN EFL CLASSROOM 
Code-switching, one of the unavoidable consequences of communication 
between different language varieties has long existed as a result of language contact, 
as widely observed in multilingual and multicultural communities. Most of the time, 
L1 is the language used in the classroom, resulting in both opportunities for, and 
threats to, developing communicative competence and learning English. Over the 
past decades, increasing interest in code-switching has triggered a variety of 
investigations and theoretical discussions, which have shed light on our 
understanding of bilingual speech behaviour (Forman, 2010; 2012). 
Faced with conflicting opinions about whether code-switching is helpful or 
impedes learning the target language and the native language in the FLL classroom, a 
positive attitude towards L1 use in foreign language classrooms is reported in a study 
by Barnard and McLellan (2014). The study gives empirical evidence regarding the 
positive influence of teachers’ use of code-switching in foreign language classrooms 
by investigating the general situation of code-switching in English classrooms. The 
study reported that the use of code-switching contributes to the teaching of EFL in 
Thai classrooms. 
Codes refer to languages or varieties; therefore, this term is used for any kind 
of communicative system. Wardhaugh (2010) discusses several factors for 'code-
switching', or language alternation, such as conversational strategies, power, political 
expression, solidarity, identity, and accommodation. In the present study, the 
researcher considered the functions of code-switching in accordance with power 
exercised when the teacher used Thai, to analyse teacher code-switching. 
 66 Chapter 2: The Literature Review 
Forman’s study (2015) reports an investigation of the general situation of code-
switching between Thai and English languages. It shows that code-switching 
between Thai and English is a prevalent phenomenon in EFL classrooms, and that it 
plays a significant role in the English learning and teaching process. The study 
provides a detailed description and analysis on the general situation and positive role 
of code-switching from English to Thai in EFL classrooms. However, there are 
admittedly still some limitations, which may give some directions for further studies 
(Algarin-Ruiz, 2014; Choomthong, 2014; Chowdhury, 2012; Forman, 2005; Kang 
2008).  
In terms of using English (L2) and Thai (L1) in the EFL classroom, Forman 
(2010) has established a belief held by nearly all teachers that their performance, 
roles, and affective states vary according to whether they speak English or Thai in 
the classroom. Analysis brings out some implications of L1 to L2 performance for 
teachers’ roles and ‘identitism’ such as ‘opening’, ‘relaxing’, and ‘more serious’. 
Selection of language can be seen to inevitably function as role choice, with bilingual 
options now constituting a wider and qualitatively different repertoire of one’s 
identity. For example, teachers might explain grammar and give instructions in 
English and then translate into Thai in order that students are exposed to English and 
clearly understand at the same time. Forman (2015) concludes that such a view must 
render illusory a simple notion of language as code (as in code-switching) and points 
to the blending or contrast of L1 and L2, which creates new performance 
possibilities, and new dimensions of self. 
Furthermore, Forman (2012) reported in his study that ‘teacher talk’, which 
remains a primary feature of much education, plays a crucial role in EFL contexts 
where exposure to the second language is often confined to the language classroom, 
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and where local teachers generally share the first language with their students. His 
study seeks to establish broad descriptive categories which can be directly applied by 
teachers and teacher-educators to the analysis of bilingual classroom practices. 
In relation to power, code-switching seems to play different important roles. 
The following are the research studies into code-switching and its relevant aspects. In 
Chowdhury’s research (2012), the findings identify the reasons for teachers’ code 
switching. These are not only ease of communication, explanation, and translation of 
the unknown terms, but also maintaining discipline in the classroom.  
A research project by Gómez (2012) aimed to identify and analyse different 
identities of students in an EFL classroom and how this identity construction might 
have possible influences on students' language learning process. The results show 
that issues such as the use of L1 in the EFL classroom, the teacher's conception of 
language learning and teaching, and the silent fight for power among teacher and 
students, constitute important elements when constructing social and individual 
identities as learners within a given classroom community.  
The use of code switching (between L1 and L2) as a pedagogical tool in EFL 
classrooms at the undergraduate level was explored and analysed in Mushtag and 
Rabbani’s (2016) study. The reasons for English teachers’ use of code switching vary 
depending upon the lesson topics, teaching experience, and the students’ background 
knowledge. Code-switching can facilitate greater understanding and has the power to 
involve the learners in the lesson. Moreover, a controlled or limited use of code 
switching between L1 and L2 in EFL classrooms is useful both for teachers and 
learners, because it significantly enhances learners’ success by supporting 
pedagogical processes. 
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As such, code-switching occupies an important role in a whole language 
approach in the Thai EFL classroom (Choomthong, 2014; Forman, 2005), 
particularly in terms of learner-centred learning and communicative language 
learning (Qian, Tian & Wang, 2009). It can be concluded from the previous studies 
in relation to the use of language code-switching that one of the functions of code-
switching is to manage the classroom and to maintain the teacher’s authority 
(Chowdhury, 2012; Gómez 2012; Mushtag & Rabbani, 2016). In particular, teachers’ 
use of code-switching in the language classroom can be ambiguous, since on the one 
hand, it could be used to praise students’ behaviours as reward power. On the other 
hand, it is associated with coercive power (Carspecken, 1996) in the way that 
teachers use L1 with students who misbehave to stress their disapproval. Thus, code-
switching, which emerges as one dimension in the analysis of power in EFL 
classrooms, is further examined in Chapter 5 of this study. 
2.7 RESEARCH ON POWER IN EFL CLASSROOMS 
As previously mentioned in Chapter 1, studies that have examined how power 
relations impact on the teaching of writing pedagogies at a primary schooling level 
are few. However, certain studies into power relations and pedagogies found in the 
international literature are considered here. It should be noted that only research 
studies which are based on Foucauldian perspectives and which are associated with 
schools or classrooms, are summarised here. 
Gallagher (2010) relied on Foucault’s account of the Panopticon to undertake 
an empirical investigation of the specificities of surveillance in a primary school in 
Scotland. This ethnographic study, revealing how surveillance actually operated in 
this context, diverged from the panoptic program in two crucial ways:  
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1.) surveillance was discontinuous rather than total, and therefore, open to 
resistance and evasion, and  
2.) surveillance was exercised through sound and hearing, as much as through 
vision.  
The findings of the study indicate that surveillance was widespread, common 
and carried out by both teachers and students; however, it was also discontinuous, 
and its influence was limited and temporary. Gallagher’s study also considered the 
limits of surveillance, its mal-functioning and ‘blind spots’. He also suggested that 
one possible explanation for the discontinuity of surveillance in the school is that 
neither the teachers nor the students were fully committed to it. This means that 
schools may develop a more realistic level of surveillance that is ‘good enough’ to 
maintain an acceptable degree of order and facilitate teaching. For example, the 
teachers probably simply ‘turned a blind eye’ (or a deaf ear) to instances of mild 
recalcitrance, such as students talking whilst sharpening pencils, preferring to focus 
their energy on more substantial threats to the classroom order. His study offers the 
recommendation that future relevant research may focus on a much broader 
appreciation of the multi-sensorial nature of surveillance technologies using smell, 
touch, and taste, which might offer intriguing insights. 
The ethnographic study carried out in the English reading class by Hanaki 
(2007) is concerned with how to establish a sense of discipline within EFL 
classrooms at the university level in Japan. The research question was “How can 
college English instructors bring a necessary sense of discipline (i.e., externally or 
internally imposed willingness to learn) into their classes?” To answer this question, 
Hanaki used Foucault’s concepts of power (1972; 1977; 1978) within modern society 
to analyse and interpret the function of disciplinary power within EFL classrooms. 
The two case studies were an English reading class for sophomores and the English 
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communication class for juniors and seniors. Both English classes were designed for 
students majoring in British and American language and culture. Hanaki (2007) also 
mentioned that the radical distribution of pedagogical responsibilities and 
democratisation of classroom activities might be possible only given highly 
motivated students with sufficient English skills. Nevertheless, the finding confirmed 
that the two cases demonstrate some potential of the balanced use of disciplinary 
power within EFL classrooms, regarding creating a more engaged, learner-centred 
learning community. The study found that appropriate control of classroom activities 
is the key to success in any EFL class (or perhaps in any class).  
Keawnuch’s study (2008) investigated the possibility of applying a social 
pedagogy to the Thai EFL writing classroom at the tertiary level. The study reported 
the possibility of teaching agency and power in Thai EFL writing classrooms as a 
bridge for students to perceive that knowledge is socially constructed. Based on 
Dewey’s theory, with respect to students' agency, Thai teachers of EFL writing are 
ready to move away from the conventional ways of teaching, such as direct 
instruction, to ‘progressive’ approaches of the kind that encourage students to learn 
widely and variously.  
The research by Kaewnuch (2008) found that by teaching about power, the 
teachers assisted students to understand human power relations that affect writing in 
the classroom, and ways of living outside the classroom. Also, students would learn 
to adapt their writing to fit the rhetorical situation. It could be summed up that 
teaching to develop student agency and power over their writing, which utilised 
process approaches and social-epistemic pedagogies, could help prepare students for 
critical participation in society. The study recommended alternative approaches for 
Thai EFL teachers in particular, and teachers of writing in general, who wanted to 
 Chapter 2: The Literature Review 71 
step beyond current-traditional rhetoric. Such conventional approaches 
predominantly taught language and writing as rule-governed, sometimes as the 
expense of developing student agency. It was recommended that by using process 
and social-epistemic methods, social pedagogy could be considered to release student 
agency, which was beneficial for teaching and learning. 
The ethnographic research in 2013 by Yasemin Oral was carried out in an EFL 
classroom to investigate power relations in classroom discourse. Drawing on a 
Foucauldian understanding of power, the study explored how power is exercised and 
resisted in an EFL context. The focus of the research was on individual seatwork, 
during which students were working individually on written exercises, as one of the 
three basic modes of teaching/learning in the lessons observed. The data analysis 
brings together the teacher's perspectives and classroom power relations to generate 
insights into the interplay between the micro-level classroom discourse and the 
macro-level professional discourses in the school and wider school system. The 
observational data demonstrated how power was negotiated over and through 
different kinds of classroom behaviour, whereas the interview data revealed the 
relationship between the norms of classroom behaviour that the teacher sought to 
impose and the traditional teacher-centred, control and authority-based professional 
discourses. The findings of the study indicated that the teacher’s assumptions and 
beliefs had a strong influence on how he acted and the ways he managed his 
classroom. These beliefs pertained to: 1.) how students learn best and easiest, 2.) 
‘problematic’ and ‘weak’ students, 3.) seating arrangements, 4.) how students should 
act in the class, 5.) the use and avoidance of pair work, and 6.) the teacher’s 
influence over the way students behaved in the class.  
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Similarly, Ruan and Ma (2013) conducted a case study to explore how to 
unveil the unbalanced power relations in the classroom setting by analysing data in 
classroom observation, audio recording and interviews from the phonological level, 
lexical level, conversational structure level, and generic structure level. The setting 
was an EFL classroom applying critical pedagogy. With respect to pedagogies and 
power relations in classroom discourse, Ruan and Ma (2013) argued that there were 
still unbalanced power relations in a critical pedagogy classroom.  The study implied 
that teachers could potentially become enlightened with respect to ways of 
empowering both teachers and students in future educational activities. Future study 
and practice could shift from focusing on linguistic features to social, cultural, and 
historical impacts on language learning. 
According to the review of previous studies, it can be assumed that there is a 
gap in the research on power relations and writing pedagogies in EFL classrooms, 
particularly at a primary school level. It is noted that in Gallagher’s study (2010), 
surveillance of sound and vision in primary classroom space was a major focus. 
However, Hanaki’s study (2007) was limited to the interpretation of disciplinary 
power, exercised in EFL classrooms at a university level. It seems that Oral’s (2013) 
interpretation is aligned to the theoretical perspectives in the present study; 
nevertheless, her study overlooks the teacher’s implementation of writing pedagogies 
and certain accounts, such as code-switching and the whole language approach to 
writing. Hence, this thesis aims to explore the relations between teachers’ 
implementation of pedagogies and the exercise of power, exhibited in the EFL 
primary schooling context, thus filling this gap in the literature.  
It is apparent that Foucault’s notions of power, and the way in which he links 
relations of power and knowledge, provides one way of unpacking an understanding 
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of power that the narrative of critical theory adopts (Pike, 2008). There are 
significant connections between power, exhibited in classrooms and the 
implementation of writing pedagogies by teachers. Further conceptions of power 
(Foucault, 1977; 1982; 1984; 1991; 1995; Carspecken, 1996), along with the vital 
concept of governmentality (Foucault, 2000; 2002) will be provided in Chapter 3: 
Theoretical Framework. This will be applied to analyse actions in the social space of 
schools, because Foucault's notions of governmentality have the potential to advance 
theoretical understandings of the spatiality of school, and the social relationships that 
occur within them. In addition, there are relevant practical and policy implications 
that can impact the everyday lives of children that are both constituted by and 
constitutive of this space (Pike, 2008). 
2.8 SUMMARY  
This chapter has outlined relevant background to this study in terms of research 
relevant to the teaching of English in the Thai education system. In relation to the 
international research on the subject of EFL pedagogies and strategies for bilingual 
learners (Baker, 2012; Forman, 2012), English language learning becomes a more 
complex issue once we consider the relationships between language and culture 
(Baker, 2009). Further, it is important to consider language and literacy curriculum 
and the globalised age. 
The chapter has shown that English has been taught for a long time in Thailand 
as an important and compulsory foreign language from primary to university levels 
of education. An overview of the history of teaching English and curriculum reform 
in Thailand, especially at a primary school level, was presented. Teaching English in 
the Thai context is explained in the section regarding to teacher training and learner 
backgrounds, which is relevant to understanding the selection and training of Thai 
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teacher participants in this research, and the contextual factors that influence their 
pedagogical decision-making. 
It has also painted a broad overview of ESL approaches to teaching writing in 
Thai EFL contexts; that is, teaching writing as a product, as a process, and language 
use in its context. In this chapter, the researcher reviewed literacy in relation to 
English in foreign language writing instruction, which is influenced by contemporary 
Western writing approaches. As evident from the literature review, there are actually 
few studies on the implementation of the ESL writing approach in EFL settings, and 
even fewer that analyse the ideological nature of the English writing classroom. 
Research in Thailand needs to be explored on account of the influence of the 
students’ educational backgrounds and cultural perspectives on the implementation 
of the writing approach. Problems may arise due to differences such as rhetorical, 
educational and cultural backgrounds, when one blindly uses an approach that is 
successful in a different setting.  
Drawing on Foucault’s account of power, Luke (1995) suggests that 
sociolinguistic and ethno-methodological discourse analysis yields detailed studies of 
language in classrooms, supplanting psychological ‘deficit’ models with descriptions 
of cultural difference and the regulatory effects of schooling and classroom language 
(p. 8).  
This research examines how issues of power and pedagogical practices 
influenced the teaching of writing to Thai English Foreign Language (EFL) students 
at the primary school level. This chapter has provided a theoretical frame of 
reference for the particular writing pedagogies and power relations likely to be 
observed in the Thai EFL classroom. Again, it is obvious that it is necessary to carry 
out research that investigates how power is implicated in EFL writing pedagogies 
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within the context in which they are implemented, and the implications of this study 
will be important in furthering the success of government policy in respect of English 
language teaching in Thailand. Chapter 3 will further provide a theoretical 
framework based on Foucault’s concepts of power relations and governmentality. 
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Chapter 3: Theoretical Framework 
3.0 INTRODUCTION 
The previous chapter presented the literature related to writing pedagogy and 
teaching English in the Thai context, demonstrating a gap in the literature and 
arguing for the importance of this study. Silva (1990) suggests that ESL and EFL 
writing instruction needs to address the roles of audience, writing purpose, and the 
social and cultural context of L2 writing. Although there are research studies aiming 
to improve students’ writing performance through different teaching methods, there 
has been little interest given to teachers’ implementation of writing pedagogies at the 
primary school level, especially in Thai EFL contexts (Chuenchaichon, 2014; 
Modehiran & Krittawattanawong, 2009). In order to investigate teachers’ 
implementation of writing instruction used in EFL teaching, this research was 
conducted to answer the following research question, justified in Chapter 1 and 
recapped here, which has also shaped the conceptual framework of the study: 
“How is power implicated in EFL writing pedagogies in Thai primary 
classrooms?” 
This research investigates the pedagogies enacted by Thai EFL teachers of 
writing in the classroom. The theoretical framework draws upon critical sociology 
applied to the field of teaching and learning English, particularly attending to the 
principles of Foucault. It also draws on sociocultural perspectives of English 
language teaching, following Street (1995; 2001; 2006), Gee (1996; 2008), and 
others, because critical sociology is oriented toward uncovering the ideological 
nature of social practices, in institutions of power, such as schooling. It is clear that 
schools are recognised as “institutions of social control” (Gallagher, 2011, p. 48). 
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Luke (1992, p. 107) states, “the development of studies of classroom interaction has 
provided educators with alternative criteria and models for examining practice”. 
Mills (2015) also asserts that the distinctive focus of sociocultural literacy 
approaches is to explore how literacy is practised in communities, and used in 
everyday spheres of activity. This perspective is important in literacy studies, 
because ethnographies of language learning used by participants in communities 
outside of classrooms, such as in their homes, provide insights into cultural patterns 
that influence how we view school learning (Athanases & Heath, 1995; Mills, 2011).  
Critical sociology draws from sociocultural theory to illustrate how language 
reflects culture. As language is an integral part of the social and cultural context, it is, 
as Gee (1996, p. vii) observes, attached to “social relations, cultural models, power 
and politics”. As Street (2001, p. 430) states, “an understanding of literature requires 
detailed, in-depth accounts of actual practice in different cultural settings”. The 
sections that follow, therefore, aim to highlight how power and governmentality 
operate in the Thai literacy context and how they influence writing pedagogies. 
3.1 CRITICAL SOCIOLOGY APPLIED TO LINGUISTICS 
Critical applied linguistics seeks to describe the associations between the study 
of language and society. In terms of L2 pedagogy, it becomes significant to explore 
the complex social and cultural perspectives that impact on learning, and to examine 
methods as being contextual. Canagarajah (2008) states, “no sensible professional 
can practise ELT without being alert to the heterogeneity of English varieties…and 
the values behind methods and materials, and unequal classroom relationships and 
roles” (p. 213). Therefore, the examination of methods and approaches to teaching 
English begins with seeking to understand how power operates in the choices that are 
made by educators and education policy and curriculum makers. For example, 
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Communicative Language Teaching (CLT), which has been developed in contexts 
other than Thailand with its local pedagogical practices and beliefs, raises the 
problem of the imposition of teaching approaches (Baker, 2008; 2012). Moreover, 
the lack of oral communication in the target language, that is English in Thailand, 
can be one of the weaknesses of the grammar translation method, which has been 
heavily relied upon in English language classrooms in Thailand (Forman, 2005). 
To understand how power operates within EFL teaching, a short background to 
the sociocultural aspects of language and literacy within the Thai context is useful. 
The lens of critical sociology applied to linguistics, which focuses on the social, 
cultural, and historical antecedents of language use, helps to analyse the complexities 
of power which influence Thai EFL contexts in discernible ways. For example, 
Pennycook (2001) noted that it is important to study how English is appropriated and 
resisted by people in different parts of the world, since English is used as a primary 
language of education, finance, globalisation, science, and technology. Even though 
English plays the role of a foreign language in Thailand, with 10 per cent of the 
population speaking English (Canagarajah, 2006, as cited in Iyer, Kettle, Luke & 
Mills, 2014), it is a compulsory subject from a primary school level to higher 
education (Wongsothorn, 2002). Consequently, there is a global trend for English to 
be introduced in all schools and at earlier grades, is found in Thailand as in other 
countries.  
English, which is used by the Thai people as a foreign language, has gained 
wide acceptance as a means for academic achievement and upward mobility. It has 
been argued that a detailed study of the use of English in Thailand needs to be 
conducted (Dueraman, 2012; Kaur, 2015; Limtong, 1991; McDonough, 2004; 
Prasongsook, 2010; Watcharapunyawong & Usaha, 2013). It has been posited that 
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the causes of unsuccessful English teaching in Thailand are that Thai people were 
often too shy to speak and relied on rote memorisation for learning (Mackenzie, 
2002). Baker (2012) suggested that English in Thailand is used as a lingua franca; 
therefore, it is necessary to understand the intercultural context for communication or 
communication across cultures. An example of this is the social, cultural and 
language interrelationships between English native-speaking countries and countries 
in which English is not the dominant or official language (Crystal, 2003; Graddol, 
2003). 
EFL classrooms are spaces where forms of power are circulated. Foucault’s 
theories of power and governmentality, which view power as ‘a set of relations’ 
(1980, p. 198), are useful to examine actions regarding the exercises of power in 
classroom contexts. Considering the applications of sociocultural and critical 
approaches within the field of language studies, Carspecken’s (1996) typology of 
interactive power is used for analysing power relations in classroom interactions. 
A sociocultural perspective in English language teaching 
Sociocultural perspectives of literacy are related to socio-linguistic 
conceptualisations concerning the ways in which language use varies according to 
contexts (Bakhtin, 1986), and the relationship between language use and power. 
Some of the earliest examples of socio-cultural perspectives of language were 
ethnographies of communication (Hymes, 1994). Iyer, Luke, Kettle and Mills (2014) 
trace the origins of ethnographies of communication in the sociocultural tradition that 
have a long legacy in studies of writing. Ethnographies of communication typically 
apply discourse analysis to demonstrate differentiated forms, dialects, discourses and 
accents of English that are used across different speech communities. 
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Literacy development in multilingual contexts is affected by many interrelated 
factors (Durgunoglu & Verhoeven, 1998). To make these perspectives clearer, it is 
also necessary to use different methodologies, such as case studies, ethnographic 
observations of communities, families, and classrooms, and experimental 
manipulations. Gee (1996, p. vii) states that language “always comes fully attached 
to ‘other stuff’: to social relations, cultural models, power and politics, perspectives 
on experience, values and attitudes, as well as things and places in the world”. This is 
the sociocultural view of literacy practices through which the data in this thesis is 
contextualised. 
The sociocultural approach to language is important to this research because 
according to Street (2001), various perspectives from anthropology and socio-
linguistics assist researchers to focus on the ways in which people use reading and 
writing, and how these vary in different contexts. Therefore, a great deal of 
sociocultural research in literacy is built on an assumption that “an understanding of 
literacy requires detailed, in-depth accounts of actual practice in different cultural 
settings” (Street, 2001, p. 430). According to sociocultural theory, all learning is 
situated in social practice. Thus, a sociocultural approach to literacy focuses on the 
importance of particular skills in contexts of social and literate practices 
(Warschauer, 1997). Language learning can be examined from the context of 
participation in social practices, such as the social interactions of teachers and 
students in classroom settings.  
Sociocultural perspectives of English language teaching contribute to analysing 
sociocultural communities of practice, especially in the classroom as a community of 
practice that brings together students from diverse linguistic and cultural groups. 
According to Street (2006), literacy practices are always social from the outset. The 
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social interaction between teachers and students, and the discourses that are used, are 
vital to English language learning, and particular attention must be given to building 
on the discursive knowledge of those who are most distant from the dominant 
cultural discourses (Mills, 2006). Further, Mills and Unsworth (2015) state that the 
social structure of schooling can both enable and constrain the recontextualisation of 
literacy practices as curriculum knowledge. Thus, socio-cultural perspectives assist 
the illustration of the analysis and discussion of power relations produced through 
pedagogical practices in the Thai EFL classroom.   
This understanding of sociocultural perspectives offers an important lens to 
analyse and interpret the data. In this research, teachers and students were observed 
and examined in-depth through an ethnographic approach conducted in a primary 
school situated in an area of Chiang Mai. Street (2006) warns that it is not enough “to 
extol simply the richness and variety of literacy practices made accessible through 
such ethnographic detail: we also need bold theoretical models that recognise the 
central role of power relations in literacy practices” (p. 430). Hence, this research 
seeks to identify the power relations that problematise the teaching of EFL writing in 
Thailand.  
This study draws on the concept of sociocultural perspectives in order to view 
teaching and learning as social interactions. There are studies about the impact of 
sociocultural backgrounds of English Language Learners (ELLs) on language 
learning (Baker, 2008; Brown, 2001; Cong & Derderian-Aghajanian, 2012; Forman, 
2007; Goldenberg et al., 2011; Hong-Nam & Leavell, 2006; Khuvasanond, 2013; 
Lapananon, 2011; Teng, 2015; Ziegahn, 2001). Yet, the study of power relations in 
EFL writing classrooms has received little attention, particularly in Thai primary 
schooling. The relationships of power that become evident when Western pedagogies 
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operate in the Thai EFL context can be best understood by observing the pedagogies 
which teachers apply in the primary classroom, and by comprehending how teachers 
connect what they do to educational policies. It is important to focus on the 
relationship between language use and power in literacy practices, because social 
practices are ideological, and cannot be separated from the power relations that give 
rise to, and maintain, the teaching of literacy practices. 
This is a significant point when Thai contexts of English teaching pedagogies 
are viewed as ideologically determined through the social power that is vested in 
such pedagogies. Drawing on a Foucauldian analysis of power to analyse the 
teaching of English writing in Thai primary schooling is a crucial point of this 
research. There are several significant studies that draw on Foucault’s concepts of 
power to examine the sorts of power relations exercised in classrooms, such as Oral 
(2013); Ruan and Ma (2013); and in schooling contexts e.g. Clapham (2015); Ford 
(2003); Gallagher (2011); Pike (2008); Pitsoe and Letseka, (2013); Teo and Osborne 
(2014). These studies contribute to an understanding of power and its operations to 
be extended and problematised in the Thai English teaching context. 
3.2 POWER 
There are many interpretations and definitions of power. For instance, in terms 
of power relations in teaching, French and Raven (1959) identified five types of 
teacher power: attractive, expert, reward, position, and coercive power. Similarly, 
Ziegahn (2001) noted that teachers legitimately have power, which is influenced by 
certain cultural patterns or values in institutions. Furthermore, the culture in which a 
text is used determines the genre or social purpose of the text (Derewianka, 1990); 
consequently, language and culture are inseparably linked. Since cultural knowledge 
is transmitted through social interactions (Carspecken, 1996), there are some aspects 
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of social power that are associated with teaching English to English Language 
Learners (ELL).  
Foucault’s notion of power shifted over the duration of his work from an 
earlier conception of power as being vested in an institution, to power being present 
in relations, and being present only when enacted. His earlier conception of power 
(Discipline and Punish, 1977) argued how various institutions exert power. Using the 
‘Panopticon’ as an ideal conception of power, he illustrated how there is “automatic” 
and “dis-individualised power” through various mechanisms such as the “gaze, 
visibility, and surveillance”. His later work emphasised how power is present in all 
individuals, and that power is a “set of relations” (Foucault, 1980, p. 198). 
According to Foucault (1977 as cited in Balan, 2010), power is not essentially 
something that institutions possess and use oppressively against individuals and 
groups. Instead, power, as Foucault (1977) discusses, is seldom “one-sided” 
(Deacon, 2006, p. 184), which means teachers in the school are caught up in, and 
subjected to its operations, just as much as the students over whom teachers’ power 
is exercised (Foucault, 1987). As Foucault (1983) observes: 
It is a total structure of actions brought to bear upon possible actions; 
it incites, it induces, it seduces, it makes easier or more difficult; in the 
extreme it constrains or forbids absolutely; it is nevertheless always a 
way of acting upon an acting subject or acting subjects by virtue of 
their acting or being capable of action. A set of actions upon other 
actions (p. 789). 
Foucault (1982) tries to move the analysis one step beyond viewing power as 
the plain oppression of the powerless by the powerful, and examines how it operates 
in day-to-day interactions between people and institutions. In other words, Foucault’s 
version of power views most aspects covered in real life situations where one could 
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influence others in all social actions (Foucault, 1982). Power (2011, p. 49) states that 
power is exercised where disciplinary knowledge is formed. In addition, power is 
ultimately located at the individual level. In this respect, power as a tool of social 
reproduction shapes individuals to be able to play a part in power operations. Schools 
are institutions for the social reproduction of social identities and unequal relations of 
power (Pitsoe & Letseka, 2013, p. 27). These various forms of power are now 
examined to illustrate how they apply to this study. 
Panopticism: Space and Power 
Foucault’s (1984) metaphor of the Panopticon is used in this thesis to explain 
how power is exercised in social institutions. Foucault described the design of the 
Panopticon, which was to make prisoners’ cells visible to the guard or to be easily 
viewed by the guard. As noted by Gallagher (2010, p. 263) “the Panopticon is a kind 
of conscience-building device whose design, for Foucault, typifies the functioning of 
disciplinary power in modern western societies”, especially as surveillance has 
become central to institutions. 
Briefly, the Panopticon is a type of prison where each prisoner is located in 
small cells with an observation tower as its centre (Foucault 1977, pp. 195-228). 
Each cell is separated from every other and is designed to face the observation tower. 
While guards can observe each prisoner anytime from small holes in the observation 
tower, the prisoners cannot see either the guards or the other prisoners (Gallagher, 
2013; Hanaki, 2007; Pike, 2008; Rajagopal, 2014). The guards might not always be 
observing the prisoners; however, the prisoners never know whether the guards are 
actually observing them or not. As a result, the prisoners feel under observation by 
the guards at all times.  
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Foucault’s concept of Panopticism (1977) outlines a model of power which can 
be applied to educational institutions such as schools. Schools are spaces where 
forms of power are exercised (Gallagher, 2010). Hence, it could be argued that 
schools are panoptic sites providing a wide range of observations, surveillance, and 
gaze. The classroom is a space enabling continuous visibility to the teachers who use 
gaze to create surveillance and influence over their students, which may be 
physically immediate or more distant, and experienced through self-surveillance. As 
Gallagher (2011, p. 49) observes, surveillance, a central feature, is “a form of power 
that is exercised primarily through watching over, or overseeing, others”. 
Surveillance is an important technique of watching everyday life in the school 
(Foucault, 1977); further Foucault states, “A relation of surveillance, defined and 
regulated, is inscribed at the heart of the practice of teaching, …” (Foucault, 1979, p. 
176). 
Self-surveillance in Foucault’s terminology (1982) is defined as self-
monitoring that results from the fact that one can never tell if the guard is watching, 
because the guard stays out of view. Further, Ford (2003) asserts that self-
surveillance is viewed as guard-like behaviour (p. 10). The prisoners must constrain 
their own behaviour in accordance with the rules put into effect by the gaze. Thus, it 
can be said that the prisoner enacts disciplinary power, normalisation, and in 
Foucault’s words, he reinstitutes himself as a docile body. 
As Gallagher (2010) observes, the social production of space in a primary 
school produces the wider issue of power, and its exercise in the everyday activities 
of the school (Gallagher, 2010). For example, teacher positioning in the classroom 
space reinforces forms of power, for example hierarchical power and self-
surveillance. 
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When the teacher stood at the back of the room and the students were facing 
the front, they did not know if the teacher was watching, so they monitored their own 
actions as a form of self-surveillance. As Foucault says “This is perhaps the most 
diabolical aspect of the idea…this is a machine in which everyone is caught, those 
who exercise the power as well as those who are subjected to it” (Foucault 1996a, pp. 
233-234). Foucault (1977, p. 187) says, “It is the fact of being constantly seen, of 
being always able to be seen, that maintains the disciplined individual in his 
subjection”.  In this study, surveillance, or hierarchical observation becomes essential 
for analysing observational data, such as the teacher’s surveillance in the classrooms.  
Applying Foucault’s notion of surveillance, it can be argued that Thai EFL 
classrooms are spaces of surveillance, because there is constant hierarchical 
observation and self-surveillance. The students studied and did their work according 
to the teacher’s instruction. For example, drawing on one preliminary example from 
this study, the teacher separated all the students into groups of five students, 
distributing to them worksheets of a reading passage with exercises. This suggests 
that along with the teacher’s gaze, the students’ desks facing each other provided 
another means of gazing; that is, the students’ own surveillance. At the same time, 
they were watching others’ behaviours and watching themselves to behave 
appropriately. 
Foucault (1977) defined the word “gaze” as “normalising gaze” which 
manifests as the “subjection of those who are perceived as objects and the 
objectification of those who are subjected” (p. 184). Further, Luke (1992) argued that 
“gaze is most visible in the incarcerating processes of criminology and psychiatry, 
but equally manifest in such institutional practices as psychometrics, psychoanalysis, 
schooling, …” (p. 111). Drawing on Foucault’s metaphor, Thai schools operate as 
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the “Panopticon”, given the ways in which surveillance works as a form of 
disciplinary power.  
In accordance with disciplinary power, Foucault (1991, p. 176) states that 
power relations of surveillance in social interactions, “defined and regulated, are 
inscribed at the heart of the practice of teaching, not as an additional or adjacent part, 
but as a mechanism that is inherent to it and which increases its efficiency”. Gore, 
drawing on the notion of surveillance (2002; 2006), observes how in her research 
sites the micro-level techniques of power were enacted through surveillance which 
was “supervising, closely observing, watching, threatening to watch, and avoiding 
being watched” (p. 169). Gallagher (2010) observed that the students could look 
around to see whether the teacher was watching them or not. This means that 
surveillance was difficult to conceal; in other words, surveillance is generated in the 
classroom space, both by teachers and children. 
Similarly, Oral (2013) reports in her study that the constant surveillance of the 
students by the teacher is evident in the classroom. The teacher was either watching 
over the students from his seat at the front of the class or standing at the very back in 
a relatively unobtrusive way, or circulating around the classroom to see what 
students were doing or to see if they needed help. Moreover, surveillance was 
expressed, not only in the teacher’s behaviours and actions, but also in the 
organisation of the classroom. For example, the arrangement of the classroom space 
prevented students both from moving around and, except for those sitting in 
‘adjacent desks’, from communicating with each other.  
In conclusion, Foucault’s account of Panopticism (1977) offers a point of 
analysis of how space influences the exercise of power. Foucault (1977, p.27) argues 
that power exists everywhere and comes from everywhere. Space allows the 
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researcher to explore the relationship between pedagogical practices and teachers, 
and the exercises of power, which result from observations. Power becomes more 
efficient through the mechanisms of observation (Foucault, 1977).  
3.2.1 Disciplinary power 
Foucault (1977) identifies disciplinary power as the power which seeks “to 
train and discipline the body” of people (p. 70). Disciplinary power ‘writes’ upon the 
‘docile’ body of a person, “taking that body as its target in order to develop and train 
the movements, gestures, attitudes, and signs that it ‘emits’” (Foucault, 1991, pp. 
160-162). This is similar to the discipline within an institution, such as in school, in 
prison, and in the factory (Wright, 2000). It is a type of power which comprises a 
whole set of instruments, techniques, procedure, levels of application, and targets 
(Hoffman, 2010). An example of how disciplinary power is exercised in the Thai 
education system is the role of the teacher’s use of power in the classroom with 
respect to effective learning. Power is an individual’s capacity to influence another 
person to do something (Foucault, 1977). Thus, in the classroom, if a teacher does 
not employ disciplinary power, that teacher cannot manage the teaching instructions 
that govern the students’ learning (Nguyen et al., 2006; Perryman, 2006).   
Discipline is a mechanism of power which regulates the behaviour of 
individuals in the social body. This is done by regulating the organisation of space, 
of time, and people’s activity and behaviour. As Foucault (1977) observes, 
In organising ‘cells’, ‘places’ and ‘ranks’, the disciplines create – 
complex spaces that are at once architectural, functional and 
hierarchical. It is spaces that provide fixed positions and permit 
circulation; they carve out individual segments and establish 
operational links; they mark places and indicate values; they guarantee 
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the obedience of individuals, but also a better economy of time and 
gesture (p. 148). 
Power is enforced with the aid of complex systems of surveillance. Foucault 
(1977) emphasises that power is not discipline; rather discipline is simply one way in 
which power can be exercised. Foucault (1991, p. 272) examines how discipline, as a 
type of self-regulation encouraged by institutions, becomes the norm in modern 
societies and acts for the individual as an instrument to change reality and himself: 
“We must cease once and for all to describe the effects of power in negative terms: it 
“excludes”, it “represses”, it “censors”, it “abstracts”, it “masks”, it “conceals”. As 
Teo and Osborne (2014, p. 235) observe, “disciplinary power is used to ‘train’ and to 
‘make’ individuals, transforming them into objects and instruments in the exercise of 
power”. 
Power is not all negative: as Foucault (1991, p. 243) states, “…power 
produces; it produces reality; it produces domains of objects and rituals of truth…”. 
Institutions use various types of power enforcement, with specific mechanisms and 
techniques (Foucault, 1977). Foucault shows how the hospital, the clinic, the prison 
and the educational institutions share some of these disciplinary techniques and 
practices (Dreyfus & Rabinow, 1983, Sudradjat, 2012). For example, in Thai 
schools, teachers line up students at the door of the classroom, like soldiers in a 
march. Teachers seat students in rows so that they can observe the directions of the 
students’ gaze (Oral, 2013), to ensure that it is fixed on the teachers during direct 
instruction. The teacher continually monitors the movements of students around the 
writing classroom.  
One of the control activities in Thai schools is the division of time in the school 
timetable, which allocate time to the learning of English. This timetable is 
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implemented because the government, school leaders, and educators expect to see 
students study each subject within a set location, such as PE (Physical Education) in 
the football field, or music lessons in the classroom, and also enables teachers to 
know the whereabouts of students. Similarly, curriculum policy mandates that 
English be taught two periods a week as a minimum requirement for primary school 
students. 
For Foucault (1977), discipline is a set of strategies, procedures and behaviours 
associated with certain institutional contexts, which then pervade the individual's 
general thinking and behaviour. In terms of the timetable, a rigid model operates in 
Thai schools that ensures that “precision and application are, with regularity, the 
fundamental virtues of disciplinary time” (Foucault, 1977, p. 151). 
Foucault (1977) points out that power relations can be examined by tracing the 
origins of modern mechanisms of discipline and control. In Foucault’s words, the 
exercise of disciplinary power is productive rather than prescriptive. Foucault stated: 
“What makes power hold good, what makes it accepted, is simply the fact that it 
doesn't only weigh on us as a force that says no, but that it traverses and produces 
things, it induces pleasure, forms of knowledge, produces discourse” (Foucault, 
1977, p. 119), in the Thai context producing appropriate school-based knowledge. 
Foucault’s ideas of disciplinary power (1977) relate to the self-regulation of 
individuals, since disciplinary power is used to shape behaviour according to a set of 
norms. It is a way to ensure that people conduct and direct themselves in certain 
circumstances. Foucault (1977) argues that the discipline of the body leads to the 
discipline of the soul, so that the person can be incorporated into society. 
Disciplinary power is categorised into three elements, which are hierarchical 
observation, normalising judgment, and examination (Foucault, 1977). Teo and 
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Osborne (2014) confirm that it is imperative that these three elements depend on one 
another to achieve the functioning of disciplinary power.  
Hierarchical observation refers to the various methods of surveillance that 
encourage people to act in certain ways by virtue of the fact that they are being 
observed (Foucault, 1991). As noted by Foucault (1991, p. 170), the exercise of 
discipline presupposes a mechanism that coerces by means of observation. For 
example, the Education Committee in Thailand has to produce and revise the 
national curriculum every ten years (Ministry of Education, 2008). Students must 
follow the teacher’s instruction to complete the test within the time given, that is, one 
that operates through time. The interactions between teachers and students in the 
classroom demonstrate that the classroom is a space through which disciplinary 
power operates. Hanaki (2007) noted that hierarchical observation functions top-
down, which means power is reinforced by those supervising and in the Thai context, 
“eyes that must see without being seen” (Foucault, 1977, p. 171). 
Education in Thailand has a strong tradition of teacher-directed instruction and 
it is very important that students show their respect to teachers in the classroom. This 
is due to the fact that Buddhist teaching emphasises that “teachers are to be esteemed 
as those who provide knowledge while students are the ones who receive them” (The 
Dhammakaya Foundation, 2005, p. 73). Therefore, the relationship between teacher 
and students implies that students are required to obey and pay high respect to their 
teachers. Thai society is based on hierarchical patron-client relationships where “a 
number of subordinates support a leader who holds their allegiance by successfully 
advancing their interests” (Thongrin, 2002, p. 45). 
Thais show not only the relationship between speakers in terms of authority, 
but also their status through the use of given linguistic patterns, such as calling a 
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teacher “Khun Kru or Ajarn”. The title “Khun” means Sir or Madam while “Kru or 
Ajarn” means teacher. In education, this cultural concept can be seen in the 
relationship between teachers and students both in the classroom and outside the 
classroom. This power or authority of the teacher promoted teacher-centeredness 
throughout generations of Thai education history. Therefore, drawing on Foucault, 
Thai schools as “disciplinary institutions” are a “machinery of control” – that 
operates through disciplinary gaze (Foucault, 1977, p. 172) and through a relay of 
power. Further, as Foucault explains (1977, p. 176), through drawing on 
hierarchised, continuous surveillance, disciplinary power becomes an “integrated 
system”, and is a “multiple, automatic and anonymous power” that operates both top 
down and bottom up. 
Normalising judgment means a penal mechanism within a disciplinary system, 
in which each institution has its own laws, its specific rules, and its particular forms 
of judgement (Foucault, 1991). Normalising judgment also refers to individual 
actions in a whole state, community, and institutions, and differentiates individuals 
from each other by sets of regulations (Foucault, 1977). It measures and compares 
individuals and places them in a hierarchical system (Elliott, 1999). Therefore, this 
element provides “a norm or standard that people are expected to achieve, punishing 
those who do not” (Foucault, 1977, p. 27). In the writing classroom setting, it means 
that students can be rewarded or punished to align their learning behaviours to the 
norms through sets of activities, teaching and learning procedures. 
While research on how power operates in the Thai educational context is 
limited (Tananuraksakul, 2011), research conducted by Tananuraksakul examined 
power relations and pedagogy based on Gore’s (2002) “implications of teaching”, 
and its effects on identity confidence and anxiety in Thai students of EFL. The 
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findings show that teachers of EFL students need to be consciously aware of power 
relations produced through pedagogy, and to embrace and exercise their power 
knowingly. The teacher also needs to know which types of power e.g. attractive, 
expert, reward, position and coercive (French & Raven, 1959) they possess and can 
use to suit their group of students. Based on this research, teachers can positively 
influence their students’ “identity confidence” and “identity anxiety” in spoken 
language and in their attitudes towards the teaching and learning of English 
(Tananuraksakul, 2011, p. 169). 
As reported in Chapter 5, the teacher Sopin sometimes encouraged students to 
keep practising, saying ‘Keep writing. You’re doing well’, ‘Yes, that’s right!’, and 
‘Keep going…’. Anderson and Grinberg (1998, p. 335) explained that students will 
be exposed to discourses of the good worker, the rules of team play, and will learn to 
accept authority and the norms and goals of the social institution. When teachers 
circulate among students to check their writing exercises, they may make remarks 
such as ‘Good job’, ‘Well done’, or ‘Very impressive writing’. These teacher actions 
are described as normalising discourses in schools that tell students what kinds of 
behaviours are rewarded. According to Scheer (2011), rewards encourage students to 
perform the desired forms of behaviour, while even “small infractions are to be met” 
with punishment (p. 8).  
Examination represents the techniques of an observing hierarchy and 
normalising judgment. It is those activities that allow people to be presented to the 
hierarchical observation of power, and subjected to a normalising judgment 
(Foucault, 1977, p. 184).  
In the school, classroom activities combine these techniques with frequency as 
an act of disciplinary power, and students are rewarded or punished in various ways 
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through these practices. In addition, it could be said that the classroom teacher 
observes students’ behaviours through a set of activities, assignments, or tests. The 
accumulation of such information can allow for an entire group of people to be 
known, and eventually for the development of a new discipline or field of 
knowledge, such as EFL writing pedagogy. Examination provides new information 
about students: students are observed, assessed, and evaluated, and then the results of 
examination yield a form of feedback to the teacher, to the school, and later to the 
Ministry of Education. 
The exercise of power produces methods for “accumulating knowledge”, and 
provides “tools for observation” (Foucault, 1977, p. 102). For example, Foucault’s 
famous examination of disciplinary power demonstrates that the enactment of 
techniques of power over people, such as through observing them in disciplinary 
institutions, including the prison, military barracks, or schools, construct those 
people as “objects that can be known as individual cases” (Foucault, 1991, p. 251). 
In this study, Thai EFL classrooms were observed and Foucault’s theory of 
disciplinary power was applied through the techniques of hierarchical observation, 
normalising judgement, and examination (Foucault, 1977). The ultimate aim of 
power is “controlling” the manner in which a body operates, “imposing upon” it 
“docility and utility” (Foucault, 1977, pp. 136-137).  
‘Docile bodies’ pertains to the training and control of the subject based on 
norms and regulations by exercising techniques of disciplinary power, such as 
through hierarchical observation, normalising judgement, and examination (Foucault, 
1977; 1982). This application of the docile body is useful to explain how the 
students, viewed as the subjects, are trained and directed in the school (Wright, 
2000). Foucault (1996) argued that the use of training and correction to produce 
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docile, useful bodies is defined as a more efficient economic punishment expressed 
in the Panopticon.  
Reward power and punishment 
Foucault (1977) did not use the term ‘reward power’; instead he used the words 
‘discipline rewards’ to explain the system which operates in the process of training 
and correction (p. 180). This process creates award ranks by differentiating 
individuals and ranking them in a hierarchical system, such as grades given to 
students. In a schooling setting, it is important to teachers to produce the docile 
bodies with regard to multiple forms of training. Foucault (1977) suggested that the 
teacher must try to use rewards more often than penalties. This is because rewards 
encourage the ‘lazy’ students to be rewarded, such as the teacher’s compliments, 
ranks, and marks.  
On the other hand, in terms of the docile and disciplined body, it can be 
interpreted that the individuals who are marked by discipline rewards or punishment 
are being normalised to be more productive. This means that students are encouraged 
to learn, to behave, and to be diligent. For example, students are told to do the tasks 
and they will do so, because either the teacher speaks in a friendly voice and warm 
manner, or students’ tasks will be marked for ‘good’ behaviour. ‘Discipline rewards’ 
in this sense mean the body being disciplined becomes productive as the individual 
body desires to place in a higher rank or award. Simultaneously, it can be assumed 
that ‘discipline rewards’ given to the bodies as punishment, since ranking in a lower 
grade level in a classroom is a form of penalty. As Foucault (1977) said “Rank in 
itself serves as a reward or punishment” (p. 181). 
In sum, exercising reward power over students can take many forms; for 
instance, statements such as, “Well done, Ann”, “Good Job”, and “You’ve got one 
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point, Joe” are usually employed to reward students’ behaviour through verbal 
reward power. The example of using ranks or grades (Foucault, 1977) has a double 
role, that is, it marks the gaps, hierarchical qualities, skills and aptitudes, whereas it 
also punishes and rewards. 
For Foucault (1977), discipline is a set of strategies, procedures and behaviours 
related to certain institutional contexts, which is disseminated through the 
individual's general thinking and behaviour. Foucault (1977) states regarding 
discipline, that punishment is only one element of ‘a double system’ – that is, 
‘gratification’, ‘satisfaction’ and ‘punishment’ (p. 170). According to Foucault 
(1977, pp. 130-131), discipline is exercised to coercively train the body as subject. It 
is important to understand that the individual body, being subject to change and 
trained is called a ‘docile’ body. For example, students become aware of their 
observed behaviours by teachers who hold sorts of power, thus they decide to follow 
teacher’s teaching instruction and produce good behaviours according to school’s 
rules and regulations. On the other hand, students, observing themselves in a similar 
ways become discipline because they produce a pattern of behaviours in a classroom. 
Coercive power is exercised in order to ‘trace the body’– the students in schooling.  
Punishment, according to Foucault (1977) is to change behaviour to the 
standard norms of the society. This could be done by what Foucault says is “a more 
efficient economy of punishment” (p. 201), such as the use of techniques of 
disciplinary power. In other words, through the mechanics of a training disciplinary 
punishment is created as Foucault states “to punish is to exercise” (1977, p. 180). In 
the Thai schooling context, punishment could be in the forms of ‘rank’, which is 
used to separate ‘good’ students from ‘lazy’ students. For example, in the primary 
school level in Thailand, teachers often put name cards of ‘good’ students on the 
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notice board related to either how many ‘correct’ answers they give or how they 
behave.  
3.2.2 Pastoral power 
According to Foucault (1982), pastoral power is exercised by the Church. It 
rests on the Church’s power to assure individual salvation in the next world. It is 
linked with the notion of individualism. As Foucault (2007, p. 126) states, “pastoral 
power is…entirely defined by its beneficence; its only raison d’etre is doing good, 
and in order to do good. In fact the essential objective of pastoral power is the 
salvation (salut) of the flock”. 
However, in modern times, this form of power consists of the convergence of a 
very particular set of techniques, rationalities and practices designed to govern or 
guide people’s conduct as individual members of a population. This idea of 
politically organising the day-to-day conduct of the population is borrowed from the 
metaphor of the care of a shepherd for his flock and originated in Egyptian, Assyrian, 
and Mesopotamian cultures (Fendler, 2010; Foucault, 1998; O’Farrell, 2007).  
As Foucault (2000a, p. 292) suggests: 
In human relationship […] power is always present: I mean a 
relationship in which one person tries to control the conduct of the 
other. So I am speaking of relations that exist at different levels, in 
different forms; these power relations are mobile, they can be 
modified, they are not fixed once and for all. These power relations 
are thus mobile, reversible, and unstable.  
Foucault (1982) used the metaphor of the pastor (ministers or priests) and the 
members of a Christian church, which are often called a ‘flock’; the Bible uses the 
sheep and shepherd metaphor to refer to the relationship between people and clergy 
in religious settings. Foucault (1982) said that the shepherd’s duty is to protect the 
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flock and keep his gaze on the flock at all times. In this way, the shepherd looks after 
and knows that the individuals of the flock of sheep are healthy and safe by 
surveilling the flock’s movement. Siisiäinen (2015) argued that in Foucault’s 
discussion, these Christian relations of power, knowledge, and truth are attached with 
a surveying gaze that is both totalising as well as individualising. 
This metaphor of the pastorate has parallels in the educational system (Wright, 
2000). For example, teachers have to be responsible for students’ having knowledge 
and success in education, which is characteristic of the pastoral mode of power. 
Therefore, a teacher acts like a pastor. At the same time, the members of the flock are 
dependent on the shepherd, which is an element of pastoral power.  
It is argued here that this is an important aspect, because pastoral power is a 
form of power that dictates that the one on whom pastoral power is exercised, 
exposes everything to the one who exercises pastoral power. Foucault (1982) states 
pastoral power “does not look after just the whole community but each individual in 
particular, during his entire life” (p. 783). This means teachers exhibit this power 
directly at all students as a whole unity and each individual student at the same time. 
This idea could be applicable to Thai government work in education that imposes the 
National Education Act 1999and the Basic Core National Curriculum 2008 to guide, 
facilitate, and control the education of the nation. 
The pastor demands that the flock “reveals everything to him in order to 
complete the control” (Foucault, 1982, p. 783). This means that students are like a 
‘flock of sheep’ on which pastoral power is exercised by a teacher. Thus, students 
follow a set of teaching instructions and ultimately become skilled in a knowledge 
set. Pastoral power represents a transaction; “the individual reveals the truth about 
him or herself”, and the pastor “guarantees the individual’s salvation” (Foucault, 
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198, pp. 783-784). The pastor exercises this power only insofar as it is necessary “to 
restore individuals to a state of grace” – or, in more “contemporary parlance”, to “the 
state of being normal” (Foucault, 1982, p. 783). 
The focus of this power is to ensure individual salvation in terms of health, 
well-being, and security (Foucault, 1984, p. 422). In the EFL context, this means 
pastoral power is exercised to promote the well-being of its subjects – students – by 
means of regulating their behaviour (Iftode, 2013). 
According to Foucault (1984, p. 422), pastoral power cannot be exercised 
“without knowing the inside of people's minds”, “without exploring their souls”, 
“without making them reveal their innermost secrets”. It implies knowledge of the 
conscience and an ability to direct it. For example, when teachers ask questions, 
students respond, trying to give solutions. This allows teachers to know their 
students’ thinking, in order to better direct the conduct of appropriate behaviour. It 
could be applied as the guidance of conduct instruments used by the government to 
regulate the students’ behaviour. For example, the government provides education to 
its people by administering the national curriculum to schools. The schools as public 
institutions then control the application of curriculum by dictating that the teacher 
uses certain pedagogies in relation to curriculum to teach the students. Therefore, the 
relation between the Ministry of Education and the schools by the teachers is like a 
pastor and the members of Christians in a church, called pastoral power. 
Although pastoral power is exercised through institutions, Foucault (1984) 
suggests that pastoral power was originally aimed at assuring individual salvation in 
the next world by looking after each individual within a community during his entire 
life. Foucault defines pastoral power as ultimately aimed at promoting the well-being 
of its subjects by means of detailed and comprehensive regulation of their behaviour. 
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This means, in education, the success in learning of the individual (student) is 
accomplished by influencing their behaviours. For example, teachers utilise English 
writing pedagogies and specific techniques to ensure that their students are properly 
proficient in English. This is related to Foucault's description of pastoral power as 
individualising (Foucault, 1984). The teacher’s guidance of conduct in the classroom 
can be seen as instruments of the formation of students who can normally be relied 
on to impose an appropriate rule on their own behaviour.  
3.2.3 Bio-power 
Bio-power is power over bodies or living people. Foucault argues that bio-
power is a technology which appeared in the late 18th century for managing 
populations (Foucault, 1978). It incorporates certain aspects of disciplinary power in 
the sense that if disciplinary power is about training the actions of bodies, bio-power 
is about managing the births, deaths, reproduction and illnesses of a population 
(O’Farrell, 2007). Thus, this type of power seeks to manage populations (Taylor, 
2010).  
Bio-power is exercised over people in directing their lives and governing 
populations, and is also associated with disciplinary power (Foucault, 1998).  This 
form of power is concerned with “the administration of life, and utilisation of the 
population as a productive resource” (Lemke, 2000, p. 22). For example, a state 
becomes involved in all aspects of life – health, labour, education; it tells you what 
you can and cannot, should and should not, do. If the state wants to make people 
healthy, it attempts to manage and regulate health organisations such as hospitals in 
order to ensure quality of people’s lives. In education, similarly, the state wants to 
make people well-educated. By doing this, the state manages to produce well-
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educated students through the direction of school administration, curriculum policy, 
and teaching and learning procedures in effective ways. 
 
Figure 3.1. The two-poled diagram of bio-power 
According to Foucault, bio-power can be distinguished by two poles or 
components (Figure 3.1). First, the discipline of the body refers to the human body, 
which is treated like a machine; productive, and economically useful (Foucault, 1978 
as cited in Puri, 2014). This form of bio-power appears in the military, in education, 
in the workplace, and seeks to create a more disciplined, effective population. An 
example of this form can be seen in the educational system. The government, 
through the Ministry of Education in Thailand, ensures that students receive equal 
opportunity by using a national curriculum across the country. This curriculum is 
then implemented in schools by the principal and the teachers to students at all levels 
of the school system. It is noted that the way that the Ministry of Education works is 
to ensure the development of the students, which is consistent with its goal to care 
for its people’s wealth and health.  
Second, the regulation of the population focuses on the reproductive capacity 
of the human body. This form of bio-power appears in “demography, wealth 
analysis, and ideology, and seeks to control the population on a statistical level” 
(Puri, 2014, p. 2). Foucault (1984) points out that this power is exercised towards 
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“biological processes: propagation, births and mortality, the level of health, life 
expectancy and longevity, with all the conditions that can cause these to vary” 
(Foucault, 1998, p. 139). Thus, in classroom settings, in order to ensure that the 
students are productive and successful in learning English language, teachers have to 
apply pedagogies to enhance students’ ability in English usage. That is, the teachers 
must observe, regulate and control the students’ behaviours necessary to learn 
English. Bio-power controls the productive population through control of the body, 
using techniques of disciplinary power, as Foucault (1977) argues that the 
organisation of bio-power is established by the disciplining of the body and the 
regulation of the population. 
3.2.4 Resistance 
 Foucault noted that resistance is an aspect of power when it is perceived as a 
set of relations. In every power relation, there may be resistance of power. 
Foucault (1982) wrote: 
As far as this power is concerned, it is first necessary to distinguish that which 
is exerted over things and gives the ability to modify, use, consume, or destroy 
them – a power which stems from aptitudes directly inherent in the body or 
relayed by external instruments (p. 786). 
It can be interpreted that there are a number of ways in which the exercise of 
power can be resisted. In other words, a power relation exists when one exercises 
power over the others in some ways. In his work The History of Sexuality, volume 1, 
Foucault elaborated on the concept of resistance that “there are no relations of power 
without resistance” (1980, p. 142). This introduces the notion that power which is 
exercised in many forms, e.g. students to students, and a teacher to students, contains 
forms of resistance when power is considered to be about power and interactive 
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relationship. O’Farrell (2010) interpreted that in Foucault’s term, ‘resistance’ is co-
extensive with power, namely as soon as there is a power relation, there is a 
possibility of resistance because of “a certain degree of freedom on both sides” 
(Foucault as cited in Rabinow, 1997, p. 292). Thus, in every action in which power 
relations are exercised, both freedom and resistance can be seen, since power is 
exercised “only over free subjects, and only insofar as they are free” (Foucault, 1982, 
p. 790). 
According to Foucault, power relations “depend on a multiplicity of points of 
resistance” (1975, p. 95). The important point is that student resistance may be 
present in many different forms, such as not learning, pretending to study, arguing, 
and not participating in classroom tasks. Since power is not only productive but also 
repressive, the subjects can perform some actions in a resistant way. Teo and 
Osborne (2014) argued that the effects of power are demonstrated at times extended 
and resisted by those who are dominated. They further asserted that power is seen as 
both negative and positive. In contrast, Heller (1996) elucidated Foucault’s concepts 
of power that power is neither inherently positive nor inherently negative; rather, 
power is simply the ability to create social change.  
Resistance enables power to operate on an individual and amongst individuals. 
Foucault (1982) viewed individuals as capable of challenging and resisting the 
structures of domination in modern societies. St. Pierre (2000) illustrated that 
resistance is “inevitably in power relations” (p. 492) – if relations of power are found 
in every actions, and so is resistance. For example, in the classroom setting, there 
might be one student who pretends to write in his workbook with nothing relevant to 
his teacher’s assignment. A form of resistance power is seen in his action because he 
refuses to neither learn nor write English. Similarly, Mills’ work (2007) revealed that 
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relations of power in the classroom were tied to interactions between coercive power 
and the students’ resistance to the dominant discourse, which happened when the 
students negotiated the sanctions authorised by a teacher.  
In sum, Foucault’s conception of resistance permitted us to better understand 
what power relations are about. To do this, Foucault (1982, p. 780) suggested that the 
“forms of resistance and attempts made to dissociate these relations” should be 
investigated. In this study, the concept of resistance is used to examine the way the 
students resist power from the teachers, positively, negatively, or effectively. Even 
though the focus of this study is not about teacher resistance against policy and 
curriculum, the concepts of resistance will assist the researcher to analyse multiple 
forms of power exercised accurately. Rather, students exert their power of resistance 
in the interactions held accountable to teachers’ practices of pedagogies will be 
examined. 
In addition to expressing resistance in the context of Thai schools, Thai 
teachers might comply or resist power from the curriculum policy (Dennis, 2012; 
Stroupe, 2014; Teng & Sinwongsuwat, 2015). This can be seen when local Thai 
teachers offer little resistance to English Language textbooks (Forman, 2014, 
Vacharaskunee, 2000). In addition, Tongpoon-Patanasorn (2011, p. 2) reveals that 
one of the factors which causes failure to effectively implement the new policy in 
Thai EFL classrooms is teachers’ perception of and resistance to change. These 
concepts of resistance to power in the school contexts will be brought to use as a lens 
to analyse and discuss research data in Chapters 5 and 6 of this thesis.  
In terms of the students’ ability to challenge the teachers, resistance may be 
found in the schooling setting, especially in the EFL contexts. For example, the 
students might doubt the teachers’ proficiency in English because of teachers’ 
 106 Chapter 3: Theoretical Framework 
uninfluenced speaking skill. It is interesting to explore student resistance in 
accordance with the multiple tensions which can be emerged between teacher and 
student interactions in the EFL classrooms. Students may react to the exercise of 
power by teachers in a resisting way (Pane, 2009), such as ignoring the teacher’s 
instructions. For example, when a teacher asks them to work individually, one 
student says “No, I don’t want to” and keeps repeating refusal. Another example is 
when students do not know the meanings of words, so they turn to their teacher for 
assistance. Instead of giving the students what they ask, the teacher tells them to look 
up in a dictionary. This can lead students to resist teacher’s knowledge of 
vocabulary.  
Foucault (1977) elaborates that power is exercised by different groups or 
individual with the societies and institutions, especially in schools. It is a means of 
controlling and resisting opposing groups (Wong, 2014). However, Foucault (1982, 
p. 790) wrote “When one defines the exercise of power as a mode of action upon the 
actions of others, …one includes an important element: freedom”. It can be 
interpreted that in any actions, power is exercised between one who holds power and 
one who resists that power. Then freedom of power is created. 
To Foucault, power is exercised “only over free subjects, and only insofar as 
they are free” (2000, p. 342). There must be freedom in a subject for power to be 
exerted. In other words, when resistance to power occurs – there must be freedom in 
order to permit forms of power established within specific relationships. For 
example, despite of saying “if you copy your friend’s homework, you will fail”, a 
misbehaved student still does it. In fact, a teacher cannot use coercive power to stop a 
student’s misbehave because he refuses to obey. This is a form of resistance, which 
this student exercises over the teacher. With this respect, it seems that there must be 
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no freedom in a subject – a student – for coercive power to be exerted. However, in 
this case as there was student resistance, the teacher was not successful in 
establishing power over the student. 
3.3 GOVERNMENTALITY AND ENGLISH LANGUAGE EDUCATION 
Foucauldian studies of governmentality are relevant to this study because 
governmentality determines how education policy is formed and mandated (Ball, 
2012). Thai education policies are based on economic viability and the market 
economy and are influenced by the forces of globalisation (Luke, 1995). For 
example, in the Thai educational reform of 1999, implemented in 2002 (Baker, 
2012), English is placed as a compulsory subject at the primary school level (OBEC, 
2008; Prapphal, 2008). As is seen worldwide, English is viewed as a crucial tool for 
economic, social and technological advancement (Graddol, 2003; Nunan, 2003). 
Foucault originally used the term 'governmentality' to describe a particular way 
of administrating populations in modern European history (16th century) within the 
context of the rise of the idea of the State (Dean, 1999; Foucault, 1991). 
Furthermore, Foucault pointed out that governmentality is “an ensemble formed by 
institutions, procedures, analyses and reflections, the calculations and tactics that 
allow the exercise of this very specific albeit complex form of power” (Foucault, 
2002, p. 211). Later Foucault (1984) expanded the term ‘governmentality’ to include 
the techniques and procedures which are designed to govern the conduct of both 
individuals and populations at every level, not just at the administrative or political 
level (Certomà, 2015; O’ Farrell, 2007). However, this study is concerned with 
governmentality in terms of continuum administrative level, which involves the 
educational policy implemented by Thai English teachers. 
As Foucault (2007) wrote: 
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We pass from an art of governing whose principles were derived from 
the traditional virtues (wisdom, justice, liberality, respect for divine 
laws and human customs or from skills) prudence, reflected decisions, 
care in surrounding oneself with the best advisors) to an art of 
governing that finds the principles of its rationality and the specific 
domain of its applications in the state (p. 364). 
Additionally, Dean (1999) asserts that governmentality is viewed as a 
prominent activity of the art of government of the state, which rationalises its 
exercise of power drawing on areas of knowledge of the human and social sciences, 
which become essential to it (p.20). 
Foucault (1978) asks, “Why study governmentality?”(p. 161) His answer was 
that a theory of governmentality is necessary to tackle the relations between the state 
and population. The Foucauldian understanding of governmentality is applied to 
analyse the management of populations, and in relation to education (Lemke, 2000; 
Pearson, 2010). He conceptualises government as ‘a regime of power’ that underpins 
modern society (Foucault, 1984, p. 21). In his words, ‘modern power’ is meant to 
signal the rise of “governmental technologies of power”, which aim to increase 
political and economic power. Like both disciplinary power and bio-power, 
governmentality exists in opposition to sovereign forms of power (Curtis, 2002; O’ 
Farrell, 2005). In addition, Oksala (2013) noted that governmentality also refers to 
the “tendency that leads to the development of a series of specific governmental 
apparatuses and forms of knowledge” (p. 32). Oksala (2013) and Lemke (2007) note 
that Foucault’s analyses of governmentality and bio-power are discussed together to 
illustrate the changing nature of state and its relation to society, and neo-liberalism. 
‘Government’ is defined as any more or less calculated activity, undertaken by 
a multiplicity of authorities and agencies, employing a variety of techniques and 
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forms of knowledge, that seek to shape conduct by working through our desires, 
aspirations, interests and beliefs, for definite but shifting ends and with a diverse set 
of relatively unpredictable consequences, effects and outcomes (Dean, 1999, p. 18). 
The idea of government can be understood as how the government dictates the 
structure and management of society, and how it directs individual conduct.  
Foucault (1984) emphasises that the art of governmentality sought to introduce 
'economy,' conceived as right management. This means policy makers, educators, 
and teachers are all engaged to produce teaching and learning policy. According to 
Foucault (1991), this concern marked the beginning of the conceptual shift towards 
our contemporary use of the word 'economy' to designate an autonomous region of 
social relations (Lemke, 2000). Thus, the end of government “is to be sought in the 
perfection, the maximization, or the intensification of the processes it directs…” or, 
again, “… he who governs, must only govern to the extent that he thinks and acts as 
if he were in the service of those who are governed” (Foucault, 1994, pp. 146-147). 
Dean (1999, p. 20) points out that ‘government’ concerns the capacities and 
abilities of individual subjects as members of a population, which are resources to be 
‘used’, ‘fostered’ and ‘optimised’. Curtis (2002) asserts that government is “a 
positive form of power”. Foucault (2002, p. 219) introduces the three modes of 
power, that is, “the individual’s government of itself”, “through to the father’s 
government of the household”, and “to the prince’s government of the state as 
fundamental to modern authority” – “in reality one has a triangle, sovereignty-
discipline government, which has as its primary target the population and as its 
essential mechanism the apparatuses of security” (Foucault, 1991, p. 102).  
Foucault (1995) discusses the idea that governmentality, bio-power and related 
issues, such as disciplinary power work in combination, which are tied together in 
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order to analyse the work of power. Governmentality is about how we think about 
governing. Thinking is not an individual activity, but is in fact, influenced by the 
bodies of knowledge and belief systems of our communities and societies (Foucault, 
1991). All aspects of government are exercised with “an end point in mind”, for 
example, “the creation of active citizens” (Dean, 1999, p. 18). In the Thai context, 
the government passes a National Education Act (1999), forcing all education levels 
to manage and organise English language as a compulsory subject through all levels 
of education (Nomnian, 2013). It is obvious that governmentality enforces certain 
rules and procedures within the Thai context (Wannachotphawate, 2015). In this 
study, how teachers implement English writing pedagogies relates to certain types of 
power, which are exercised in the school and classroom. This is relevant to the 
discussion of how discourses in different communities vary, and how teachers need 
to be reflective of how the dominant discourses can marginalise certain groups 
(Mills, 2006). 
Governmentality uses the ‘apparatus’ of security to circumscribe the 
population (Lemke, 2002; Tremain, 2005), for instance, the police force, standing 
armies, education, health, and social welfare systems, as well as ways with which to 
manage the economy. These institutions and practices operate to defend and maintain 
the population. This process is called “governmentalisation of the state” (Foucault, 
2002, p. 221). The state controls power relations, governmentalising them by 
“elaborating”, “rationalising” and “centralising” them either as state institutions or 
under the control of state institutions (Foucault, 2002, pp. 221-222). In the Thai 
education context, governmentalisation operates through procedures, such as a 
national curriculum and national education reform, that rationalise the teaching of 
English language, making it mandatory (Nomnian, 2013). 
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In response to the Thai context, the country is now preparing for regional 
integration of all aspects of the quality of life, including comprehensive and balanced 
human development and the global challenges of socio-economic demands by 
focusing on their national development plan to build the capacity of their people 
(NEA, 1999; NEP, 2002-2016). It is believed that having quality human resources is 
the basis for economic growth. In relation to this idea, English language plays a 
major role in Thailand’s development plan because the English language has become 
a regional and global language. Therefore, the Basic Education Core Curriculum 
(OBEC, 2008) dictates four main strands and standards regarding teaching and 
learning English at a primary school level (see Chapter 5). Thailand needs to be 
ready for the trade and employment amongst the ten nations of ASEAN. As Stroupe 
and Kimura (2015, p. 1) suggest, “a major challenge that countries in the association 
(ASEAN) are striving to meet is the development of capacity in order to implement 
this further integration, particularly as related to the increased emphasis on English 
use in governmental, educational and business activities”.  
Given that English has become a means of communication not only in the 
ASEAN context, but also worldwide regarding trade, education, and tourism, and so 
on (Baker, 2008; Nunan, 2003). The Thai government, through the work of 
education policy makers, educators, and relevant educational stakeholders, develops 
and enacts language planning policies and English language pedagogical 
implications to prepare Thai readiness for the ASEAN community (Baker, 2016; 
Baker, 2008; Boriboon, 2011; Foley, 2005; Wiriyachitra, 2004) 
The Ministry of Education is leading the transformation of the education 
system with a strategy based upon enhancing moral and ethical values, together with 
a core program for improving quality in education (SEMEO, 2012). One of the key 
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programs is to transform language learning. It is stated that transforming and 
developing the teaching and learning of languages, using authentic materials and 
learning situations, including the English Program, aim at providing full or partial 
Thai national curriculum subjects in English (Ministry of Education, 2008, p. 10). In 
the Thai context, teachers are expected to comprehend and interpret policy in the 
context of their own classrooms and schools. The national curriculum provides 
teaching pedagogies for teachers to implement appropriately to their school contexts.  
Based on governmentality, these processes are used to regulate practice and 
help teachers become more accountable to the government. Dean (1999) suggested 
that governmentality aims to shape “the conduct of people” (p. 19) in the way that 
the connection between knowledge and power along with school’s position as a 
regulator of that power makes this study particularly compelling and important, since 
Foucault (1982) points out that the dominant theme related to power is one of 
authority or repression. Additionally, “the successful government” of others depends 
on the capacity of those in power to self-govern, and for the governed to regulate 
their own behaviour (Pearson, 2010, p. 49). 
In Foucault’s words (1991, p. 103), governmentality is “at once internal and 
external to the state, since it is the tactics of government which make possible the 
continual definition and redefinition of what is within the competence of the state 
and what is not, the public versus the private, and so on; thus the state can only be 
understood in its survival and its limits on the basis of the general tactics of 
governmentality”. In other words, the state itself is a tactic of government (Lemke, 
2000).  
In sum, the concept of governmentality reminds us that political economy 
relies on the political anatomy of the body (Lemke, 2001, pp. 201-202). In this study, 
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the Basic English Curriculum 2008 and the Basic Education Core Curriculum 2008 
are employed to interpret the relations between exercise of power and teacher 
implementation of pedagogies.  Foucault (1991) states “we can interpret a neo-liberal 
governmentality” in which not only the individual body, but also collective bodies 
and institutions, such as school, college, and university, corporations and states have 
to be "lean", "fit", "flexible" and "autonomous" (Lemke, 2000, p. 13).  
Drawing on a Foucauldian analysis of power to analyse the teaching of English 
writing in Thai primary schooling is a crucial point of this research. Relations 
between power and pedagogies implemented by the teachers under the curriculum, 
which is dictated by the Thai government, are to be investigated and analysed. 
Hence, the framework of this research will be underpinned by the analysis of power 
relations exercised through pedagogy, often borrowed from L2 contexts, and 
transposed on the Thai curriculum. In terms of power and pedagogy, this research 
analyses how social power operates in a Thai primary classroom. This is useful for 
understanding power relations that operate in Thai contexts of English teaching 
pedagogies, rather than viewing pedagogies as ideologically benign.  
3.4 CARSPECKEN’S TYPOLOGY OF INTERACTIVE POWER 
RELATIONS 
Utilising Carspecken’s (1996) typology of interactively established power 
enables a researcher to interpret the data through a comparative analysis of the two 
teacher participants. Carspecken (1996) states: 
Interactive power relations occur when actors are differentiated in terms of 
who has most say in determining the course of an interaction and whose 
definition of the interactive setting holds sway. (p. 129) 
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As the quote illustrates, power relationships should be examined as interactive 
to explore who has what kind of power, how power is exercised, and why. 
Carspecken (1996) categorised power relations into four types.  
Normative power 
This form of power is exercised when a subordinate consents to the higher 
social position of a superordinate because of cultural norms. In the school setting, 
teachers use normative power to maintain their authoritative status, such as a loud 
voice, authoritative personality, or even gestures. Students obey and follow the 
instructions of English lessons. Teachers also claim their normative power when they 
walk around the classroom while students are working to distribute handouts, to 
check students’ work, and to provide students an opportunity to ask questions. 
Conducting a critical ethnography research, Pane (2009) reported that students 
eventually consented to their classroom norms because they believed that a teacher 
knew the content, had patience, and supported them to learn. Mills (2011) suggests 
that the teacher’s status is viewed as the normative power of the teacher, which 
makes students obey the teacher because the society of the schooling context says so. 
In other words, students are expected to pay respective manner to the teachers 
because of the hierarchy status. Nevertheless, she further mentions that the teacher’s 
normative power becomes ineffective if students choose to resist. 
Coercive power 
Carspecken (1996) uses the term ‘coercive power’ to define the ability of the 
power holder to remove something from a person or to punish them for not 
conforming to a request. This kind of power is the opposite of reward power. For 
example, a threatened action by a teacher is a form of coercive power. A teacher 
might say, “If you don’t listen to me, you lose some points” and then writes a 
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particular student’s name on the blackboard. Such action is to prevent interruption 
while a teacher is speaking. This practice induces in students a fear of possible 
punishment or embarrassment; hence they do not interrupt the teaching. 
Coercive power is exercised to assist teachers to control their classes by rule, 
including sanctions and acts of punishment. Teachers appear to use coercive power 
not only to control misbehaviour of the students, but also to increase their motivation 
to learn English (Carspecken, 1996). Through fear of punishment, students avoid 
engaging in undesired behaviours, such as quarrelling, ignoring the lessons, and 
using impolite manners.  
Interactively established contracts 
Carspecken explains this form of power as a subordinate act for the return of 
favours or rewards from a superordinate. In a school setting, interactively established 
contracts are observed in the interactions between students and the teacher 
(Carspecken, 1996). For example, students seem to establish resistance when they 
want to decide to do the task individuals or a group (Pane, 2009; Mills, 2010), a 
teacher decides to negotiate to determine the rules instead of using normative power 
to hold a status of a teacher. The negotiation between students and a teacher can be 
assumed an interactively established contract, which both parties exert this power 
over others. 
Furthermore, this power works together with other forms of power for better 
consequences in the classrooms. For example, students might be allowed to use 
interactively established contracts to negotiate condition of performing writing tasks. 
They ask the teacher whether they can organise the rules by their own or not. The 
teacher might consider this circumstance an active learning atmosphere because 
students are enthusiastic to share their ideas among others. However, the teacher still 
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keeps normative power to remind them about the school norms, such as keep silent 
and do not interrupt other classrooms while studying. Finally, the students give 
consent to the teacher. 
Charm 
Teachers use reward power to win the heart of the students so that the students 
align their behaviours to school expectations (Carspecken, 1996). In Carspecken’s 
typology of interactive power relations (Carspecken, 1996, pp. 129-131), charm is 
considered a type of reward. The word ‘charm’ is used to describe how a subordinate 
acts out of loyalty to the superordinate because of the latter’s personality. He points 
out in his example that the teacher obtains students’ obedience through charm, such 
as when the teacher says, ‘They were so original!’ and ‘the teacher talks to her 
students in a friendly and warm manner’. 
Pane (2009) and Pane et al. (2014) provide an example of how students consent 
to their teacher’s teaching instruction. For example, students appear to obey a kind 
and friendly teacher. They listen to the teacher attentively while studying and to be 
cooperative in classroom activities. This is because the students know that this 
teacher would not scold or blame them if they give wrong answers. The teacher uses 
this form of power – personal charm – to win the obedience and loyalty of the 
students. On the other hand, students feel encouraged to learn English when they 
receive a compliment from their teacher, such as ‘Very well, Anna.’ and ‘Good job! 
Lucy’. Teachers’ compliments to students themselves or to students’ work are 
concerned with the exercising of charm. 
Additionally, teachers use charm together with interactive established contracts 
to draw on students’ cooperation in classroom activities. For example, a teacher who 
has a friendly personality is not successful when attempting to students’ practice 
 Chapter 3: Theoretical Framework 117 
writing performances on given topics, since students find that those topics are not 
interesting to write about. The teacher appears to use interactively established 
contract to encourage students to propose their interested topics for more choices to 
choose. Ultimately, students accept these changes and consent to the teacher 
instruction. 
3.5 LINKS BETWEEN FOUCAULDIAN AND CARSPECKEN’S 
CONCEPTS OF POWER 
The theoretical links between Foucault and Carspecken’s concepts of power 
allow for a deeper analysis of data in this study. Carspecken (1996) states in his book 
of critical qualitative research that Stages four and five involve “the complex 
relationships existing between the social site of focal interest and various other social 
sites” (p. 172). To explain these relationships, he suggests Michel Foucault’s original 
writings of postmodernism which provide “important insights” (Carspecken, 1996, p. 
173) because Foucault focused on how power is exercised in actions rather than what 
forms of power are exercised. In contrast, Carspecken is concerned with who holds 
what kinds of power over others in specific interactions in social settings. 
Carspecken’s methodology was designed to help researchers understand power 
relations, which in this study, were observed in the classroom setting. To examine 
specific teacher-student social interactions within classrooms that influence teachers’ 
decisions to use or not use exclusionary discipline, types of power are entered in 
these relationships, such as charm, normative power, coercive power, and 
interactively established contracts. In relation to classroom interactions, these forms 
of power relations are found in varying degrees for different purposes (Carspecken, 
1996).  
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Similar to Foucault’s concepts which enable the researcher to explore the 
relations of power in the schooling context, since schools are considered as a space 
enables power to be exercised and a space to reproduce ‘docile body’. In short, 
Foucault (1977) was concerned to explain the discipline as a means of training the 
bodies. Accordingly, even though there are the differences in viewing power in the 
relationships, it seems to be understandable that there are similarities in some 
aspects, such as norms, rewards and coercive punishment. These similarities and 
differences will be brought to the discussion of power relations observed in this study 
in order to gain advantage and benefit from data analysis. 
3.6 SUMMARY 
Based on the purposes of this research, this chapter provides a theoretical 
framework for analysing power relations in English language teaching for 
understanding EFL writing pedagogies in the Thai context. The approaches to EFL 
writing instruction presented in the previous chapter also contribute to shaping an 
understanding of the pedagogical perspectives relevant to Thai EFL classrooms. This 
study critically examines the writing pedagogies that are enacted in the context of the 
national curriculum by the Thai government that was imported from Western 
countries to teach EFL students in Thai primary schools, with a view to 
understanding the extent to which these patterns and practices do or do not serve the 
unique needs of the Thai people.  
Furthermore, this study examines the power relations tied to language 
knowledge and its influential aspects. By employing Foucault’s notions of power and 
governmentality, the theoretical framework draws on views of power from critical 
linguistics and sociocultural language research. A series of Foucault’s work on 
power relations and techniques of power, including principals of surveillance, 
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disciplinary power, pastoral power, and bio-power, are drawn upon as the basis for 
the analysis reported in Chapter 5, which examines actions regarding the exercises of 
power within the Thai primary school space. The theoretical framework is consistent 
with the research question, with the use of qualitative forms of data collection and 
analysis in this study, and applications of sociocultural and critical approaches within 
the field of language studies. As additional lens, Carspecken’s typology of interactive 
power will be brought for analysing power relations based on four themes: normative 
power, coercive power, interactively established contracts, and charm in both subtle 
and obvious ways as needed in the data analysis. 
Chapter 4 outlines the methodology of this study, which draws primarily on 
Carspecken’s (1996) critical ethnographic approach. The justification of 
methodologies and methods used in this inquiry is also provided in Chapter 4. 
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Chapter 4: Methodology of the Study 
4.0 INTRODUCTION 
The previous chapters illustrated that this study investigates how teachers 
implement EFL writing pedagogies in the Thai context. The study also explores the 
significant aspects of power relations between ESL pedagogies and the influence of 
power on the teaching of EFL writing in a Thai primary school.  
Chapter 3 examined the theoretical framework drawing on Foucault and this 
chapter explains the methodology used in this research, the data collection 
procedures, the data analysis, and schedules of the research. It also presents a 
description of the settings in which the research took place and of the teacher and 
student participants who participated in the study. As a critical ethnography, this 
study also examines the classroom interactions that took place during English lessons 
observed in three primary classrooms: Lina taught Grade 4 and Sopin taught Grades 
5 and 6. It then analyses the data systematically based on the principle of critical 
ethnographic research. This was done to gain a holistic picture of the participants by 
observing and interviewing them (Carspecken, 1996). As a critical ethnographic 
research, this study combined semi-structured interviewing, and observations of 
teachers as social actors in real life situations was applied. The chapter includes 
validity requirements for ethnography, ethical issues, and a section that addresses the 
self-reflexivity of the researcher. Limitations of the research methodology are also 
provided.  
4.1 RESEARCH DESIGN 
As noted in Chapter 1, this study addresses the following research question: 
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“How is power implicated in EFL writing pedagogies in Thai primary 
classrooms?” 
In order to show how this question was approached in this study, a review of 
the methodology is presented in the following sections. 
Critical ethnography has its roots in the Chicago school (Creswell, 2005, p. 
132), shifting the research focus from ‘individual or group pathology’ to an analysis 
of cultural dominance and minorities (Thomas, 1993, p.11). As Carspecken (1996) 
stated, “Criticalists are concerned about social inequalities, and direct their work 
toward positive social change” (p. 3). Criticalists are also interested in “social theory 
and some of the basic issues, including power, culture, and human agency” (p. 3). 
Critical ethnography provides the study of a cultural group or particular 
phenomenon, such as the Thai school setting in this research. This aim is suitable for 
educational research, and by suggesting “what can be done about it” (Cook, 2005, p. 
132), critical ethnographic research provides a useful method for meaningful 
research in educational settings. 
Critical ethnography can be used in education to examine not only the 
pedagogical practices of English language teacher participants, but also the social 
relations that contribute to these practices, their students, school and, ultimately, in 
this study, the national English curriculum. Moreover, critical ethnography enables 
research participants to participate in the identification of issues that they wish to 
pursue. By employing the principles of critical ethnography and applying them to 
English language teaching, a researcher can further explore the impact of power 
relations on pedagogies and can address its influences. This is consistent with 
Street’s (2001) ideological view of literacy, which includes an important 
acknowledgement of power and ideology in understanding language use. Street 
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(2000) argues that it is necessary for teachers and policy makers to be aware of the 
theoretical models of literacy, which influence educational policy and practice. As 
Street (2000, pp.7-8) states: 
Ideological models of literacy disguise the cultural and ideological 
assumptions that underpin it and that can then be presented as though 
they are neutral and universal ... The alternative, ideological model of 
literacy ... offers a more culturally sensitive view of literacy practices 
as they vary from one context to another. This model starts from 
different premises than the autonomous model – it posits instead that 
literacy is a social practice, not simply a technical and neutral skill ... 
It is about knowledge: the ways in which people address reading and 
writing are themselves rooted in conceptions of knowledge, identity, 
being. Literacy, in this sense, is always contested.  
The use of ethnography’s use in the field of teaching and learning English is 
described by Heath (1983) and Athanases and Heath (1995), who explain that the 
ethnographies of language learning and use outside of classrooms also provide 
insights into cultural patterns that influence how we view school learning. To 
illustrate the use of ethnographic research methods in the study of language, Heath 
(1983) described her research focus as follows: to explore answers to the questions 
about “…why students and teachers often could not understand each other, why 
questions were sometimes not answered, and why habitual ways of talking and 
listening did not always seem to work” (p. 2). These questions were asked in the 
context of communication among three different cultural groups in the Piedmont 
region of the Carolinas (USA).  
Heath’s landmark study demonstrated how language practices vary among 
communities, and are socially and culturally situated. This was an important 
contribution to language studies at the time, when psychometric or “autonomous” 
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models of language asserted that language and literacy were essentially an individual 
capacity that involved a universal set of basic skills (Street, 2001). Heath (1983), 
Street (2001), Carspecken, (1996) and others used ethnographic methods to research 
language and literacy practices in different communities, demonstrating how literacy 
should be studied through observations of how communities in different cultural 
groups use and apply literacy in socioculturally important ways (Heath, 1983). The 
aim of this research is to examine the English teaching and learning pedagogies as 
social and cultural practices in a classroom setting. The interactions between teachers 
and students were observed ethnographically, consistent with the use of ethnography 
in sociocultural literacy research (Street, 2001). 
Critical ethnography allows researchers to investigate, in-depth, a phenomenon 
or an event while in the field (i.e. in natural settings). Spradley (1979) describes 
ethnography “as a qualitative research technique, which is used to elicit participants’ 
points of view and to understand their world” (pp.8-9). In ethnographic studies, 
researchers examine small events in depth, and then document complex 
characteristics that make a phenomenon unique (Yin, 2003 as cited in Dunbar, 2009). 
An ethnographic approach allows a researcher to be at the site over an extended 
period to observe what is happening, to hear what people actually say about what 
they are doing and why. This research was conducted in the classroom where 
students and teachers were objects of study. As described by Nunan (1992), 
ethnography is a method to investigate people in a natural context – a real situation – 
in this case, teachers and students in a classroom. 
Burns (2000) points out that the purpose for using ethnography is to uncover 
and describe group social relations, such as the understandings which participants 
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share about their situation. It is also used to describe the legitimisations by which 
participants justify the normality and unquestioned character of their situation. 
Carspecken (1996) provides a methodological theory of critical ethnography, 
together with empirical techniques and data coding methods. Carspecken’s five 
stages (1996) include observation and analysis of observational data; ‘monological 
data’ and dialogical data generation; analysis to discover relationships between 
individuals, groups, and systems; and examination of findings in relation to existing 
theories of society (pp. 40-43).  
In summary, specific to this research, a critical ethnography approach based on 
Carspecken (1991) offers a means to closely investigate the personal experiences of 
teacher participants in the school context. Critical ethnography allows the researcher 
to collect data with the teacher participant in a real setting. The use of ethnographic 
research methods is suited to answering the research question which concerns 
description of the local. This study was carried out with Thai teachers who teach 
English to the students who live and work in a local cultural context, including ethnic 
minority groups (Hmong and Karen) in a primary school in the Thai EFL context. 
Creswell (2009) stated that an advantage for critical ethnographers is that research is 
flexible, allowing the lived realities of participants to evolve in their natural context 
(Dunbar, 2009). Critical ethnographic research enables the researcher to examine the 
system relations described by Carspecken (1991), such as to identify power relations 
between the local data and global international patterns in teaching EFL writing. The 
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Table 4.1 
Table of research design and time period 







































Participants Two teachers  Two teachers / 
researcher 
Two teachers  Theorising 
about the 
teachers and 
their work and 
social context 
Researcher 


































the data to 
existing 
theories 
Duration 3 teaching 
periods/week 
A total of 7 
weeks 
7 weeks 7 weeks 3 months 3 months 




Identifying the influence of internationally circulated approaches to ESL writing and 
those used to teach EFL writing in Thailand. 
Duration Unspecified  
 
Carspecken (1996, pp. 41-43) developed a five-stage model for conducting 
critical qualitative research. The first three stages use “critical analytic models to 
reconstruct cultural structures and themes”, while the last two stages aim to “discover 
how routine social actions form and reproduce system relations that coordinate 
activities across various reaches of space and time” (Georgiou & Carspecken, 2002, 
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p. 690). Accordingly, in this study the first three stages describe and analyse relevant 
speech and acts of the participants in a Thai classroom setting in relation to the 
research question. The first three stages of Carspecken’s model were introduced to 
produce the data set in a public primary school in Thailand. The data collection was 
carried out for seven weeks in Thai classrooms. The last two stages involve 
interpretation of the findings in relation to the literature and to particular theories. 
Carspecken’s five-stage approach (1996) used in this research is described as 
follows. 
Stage One: Monological data collection 
The first stage involved compiling what Carspecken (1996, pp. 42-45) calls 
“the primary record” or account of observed events through the collection of 
“monological data”. The monological data were collected from observational field 
notes, which essentially consist of words, phrases, and dialogues between the 
teachers and the students. It is the beginning of the data collection steps that the 
researcher observed in Sopin’s and Lina’s English classes. Stage One took seven 
weeks, or 17 hours and 30 minutes of observation. Carspecken (1996) recommended 
that the researcher type ‘thick’ descriptions into the computer to help “sharpen one’s 
awareness of events that may occur routinely” (p.49). This is achieved by collecting 
data in the first stage through a monological perspective, which involves focusing on 
watching and listening, and observing social practices in an unobtrusive and 
essentially passive way. Therefore, in this stage, the researcher conducts the 
fieldwork without obtaining the participants’ viewpoints on the data. This was done 
by conducting lesson observation in the classroom, and making some field journal 
notes describing critical pedagogies, interactions, and events in the classroom. These 
included teaching and learning activities, and interactions that provided evidence of 
 128 Chapter 4: Methodology of the Study 
the working of power among the participants (e.g. social power of teacher over the 
students, power of students over the teacher, and the authority of curriculum). The 
researcher used video recording, digital audio recording, and note-taking while 
observing classroom activities. Student work samples were also collected to build up 
a clearer description of the lesson. A field note sample of a classroom observation is 
shown in 4.4.2 page 144. 
Stage Two: Preliminary analysis 
The second stage was the preliminary reconstructive analysis. In this stage, the 
researcher began to analyse the observational data collected in stage one. The data 
described the cultural context, the sites selected, and the observed social interactions 
and routines. Coding began in this stage. Descriptive data analysis techniques were 
applied, such as hierarchical coding of repeated key themes, re-organising codes into 
sub-themes and overarching themes, and applying discourse analysis of written data 
(Carspecken, 1996). Data analysis involves not only coding and creating meaningful 
categories of codes, but also comparing and making links between data (Cohen et al, 
2007; Hsieh & Shannon, 2005; Kohlbacher, 2006).  
According to Carspecken (1996), coding or the description of themes, can be 
derived from theoretical frameworks. Examples of power and sub-categories of 
power themes in this study are directing, dictating, and drilling, whereas writing 
pedagogy themes are spelling, drafting and pre-writing. As noted by Carspecken 
(1996), coding can be ‘low-level’ or ‘high-level’. Low-level codes are sometimes 
primarily objective in nature, which refers to activities that are open to multiple 
access (p. 147). Carspecken (1996, p. 148) argued that ‘high-level codes’ are 
dependent on greater amounts of abstraction and are generally based on explicit 
meaning reconstructions and horizon analysis. High-level coding is needed to 
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generalise findings that emerge from various forms of qualitative data analysis. Thus, 
in this study the codes and sub-codes were grouped into two overarching themes – 
power and pedagogy – for each participant teacher in the study. The emerging 
subcategories and themes were derived from data, in conjunction with the literature 
review in Chapter 2 and the theoretical framework in Chapter 3.  
This stage was done at the time of each classroom observation in order to make 
sure that the researcher carefully followed up data collection. The data was 
transcribed the same day or week which it was recorded, in order not to lose its 
meanings or significance over time. This process required several hours of 
transcribing for the total period of classroom observations. The transcribed data were 
shared with the teacher participants. The teacher participants made comments to give 
their perspective of the events recorded.  
Stage Three: Dialogical data collection and analysis 
The third stage involves an engagement with dialogical data; that is, where a 
researcher interacted and elicited the position or viewpoint of the participants, rather 
than objectifying the participants, according to Carspecken (1996, pp. 154-155). The 
researcher interviewed the two selected teacher participants for the purpose of 
comparison. Also, this number of participants was manageable in terms of time 
management for the researcher conducting an individual project overseas. The 
interview schedule is provided in the data collection subsection 4.4 of this chapter. 
Several methods of compiling data were employed: digital audio recording, fieldnote 
taking, and video recording. Semi-structured interviews were carried out after the 
teaching of week 7 in the 2014 school year. This took approximately 30 minutes per 
teacher (see Table 4.4.). The interviews in this research were conducted in Thai and 
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then transcribed and translated into English by the researcher and a qualified 
translator (see section 4.6).  
Stage Three was time-consuming, since comparing several data sets about the 
same phenomenon was done in order to overcome the weakness or biases of a single 
method. Carspecken (1996) recommends comparing multiple sources of data using 
multiple recording devices and multiple observers. He states: “I usually take notes 
with a tape recorder running and, when possible, have another observer take 
notes…” (p.88). However, in this study, the researcher was the only classroom 
observer using multiple recording devices in order to compare data from multiple 
sources for accuracy and reliability. Therefore, the data sources regarding classroom 
interactions such as video records, observation field notes, and students’ work 
samples were compared. 
Stage Four: Describing system relations 
The fourth stage allows the researcher to describe system relations in the 
broader context. The researcher used theoretical concepts to explain systematically 
the macro-level findings (Carspecken, 1996) – findings about social life that are 
applicable across institutional systems. The data collected and analysed during stages 
1-3 were made broader and more meaningful by linking the ESL and EFL writing 
approaches to describe the system relation of the discoveries and the existing theories 
on language learning and the spread of English.  
During this stage, the researcher critically analysed different sources of data, 
such as curriculum documents, in order to identify which English writing pedagogies 
are reproductions. Interview transcripts were coded based on themes and sub-themes 
and then analysed by theorising about the pedagogical implementation. This was to 
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discover system relations between teachers, curriculum, and pedagogies by linking 
what happened in the research site to international developments in EFL. 
Stage Five: Explaining system relations 
The fifth stage involved the researcher explaining the findings by looking at the 
links between the observational data, and the international and historical power 
relations influencing English Language Learning in Thailand. To complete these 
critical analyses, comparisons were made between the data sets – observations of 
teaching writing and teachers’ interviews. The Thai national curriculum was also 
considered when interpreting the teacher interviews about curriculum mandates. This 
stage was the most time consuming, critical, and difficult step of this research. The 
researcher spent several months investigating power relations and pedagogies and 
then making the connections between teachers’ practice and the 2008 Basic 
Education Core curriculum, which was influenced by numerous Western theories in 
EFL writing pedagogy (Dueraman, 2012; Todd, 2005; Todd & Keyuravong, 2004). 
Chapter 6 will elaborate the details of system relations to the international context of 
language and power. This stage allows the researcher to compare the research 
findings to the broader international context of English literacy in the globalised 
world. 
4.2 SETTING 
This research was conducted in Thailand in Semester 1 of the academic year 
2014. To fulfil the purpose of the research and to answer the research question, the 
teacher and student participants from primary classrooms Grade 4-6 were chosen to 
participate. The classroom data, gathered from student-teacher interactions during 
English lesson classes, were collected from a public primary school in Chiang Mai. 
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This school is relatively small with one classroom per grade level (e.g. 27 students in 
Grade 4).  
The site of this study was a public school, located in Chiang Mai Province in 
the north of Thailand. Students came from different cultural, socio-economic, and 
educational backgrounds including Hmong, Karen, and Myanmar. This school 
provides basic education from Grade 1 to Grade 9 levels. There were approximately 
30 students in most classrooms, divided into groups of five students. The students 
were allowed to form their own groups. The students sat in their separate groups, but 
were close to other groups. Each classroom was equipped with a blackboard, electric 
fans, and ceiling lights and was spacious enough to accommodate the whole class.  
In the Thai educational system, students in primary school levels are required 
to attend at least two periods and up to four periods of English lessons a week. This 
school was initially selected because of my interest in doing critical ethnographic 
research with diverse and multicultural classrooms, as mentioned in Chapter 1. The 
teacher participants were willing to participate in the research. The researcher 
determined the selection of the three primary classrooms Grade 4-6 according to the 
teachers’ experiences with teaching English language and their willingness to 
participate. 
According to Dyson (1993), entering the field involves a researcher forming 
the types of relationships that allow for the learning that needs to take place during 
the course of a study. It involves learning the language, the social customs, and the 
patterns of behaviour that exist in a setting that is new in many respects to the 
researcher. For the researcher, this is often an uncomfortable aspect of the 
ethnographic research process. Therefore, the researcher had an informal talk with 
the teacher participants to understand the relevant aspects of the students’ 
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background, such as ethnicity and languages, before the fieldwork began. The 
researcher introduced herself as a researcher and an observer. Most importantly, the 
researcher spent extra time being and talking with some students in order to collect 
their written work samples. 
This 10-12 year old age group is an interesting cohort in Thai EFL classrooms 
because students are in the upper primary level and have typically developed some 
English writing skills. Chen (2014) suggests that the relationship between age and 
learning strategy use in an EFL setting is critical because teachers need to be aware 
of the differences in their students and adjust their teaching practices to meet the 
developmental needs of students. Primary students aged 10-12 are developing the use 
of memory strategies, compensation strategies, metacognitive strategies, and 
affective strategies (Chen, 2014). Based on Chen’s study, students at this age seem to 
use compensation strategies to help them overcome limitations in existing 
knowledge, such as guessing the meaning of unknown words while reading or 
listening, and using gestures in speaking and synonyms in writing (Chen, 2014, p. 
148). The students had different English writing skills, which is normal in Thai 
primary classrooms. Further, according to the English course syllabus for Grades 4-
6, there are benchmarks focusing on practising writing skills in various situations, so 
writing of students in these grades is more interesting and varied. Significantly, this 
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Table 4.2  




Table 4.2 shows the number of students in each class. From the table, it is 
appeared that the number of students of each gender is equal, with approximately 30 
students of each gender in total. The interviews were conducted in a private teacher’s 
room with Lina on 24th August 2014 and with Sopin on 25th August 2014.  
4.3 RESEARCH PARTICIPANTS  
With regard to ethical issues, the two teacher participants were given the 
pseudonyms Sopin and Lina to protect the anonymity of the research participants. 
The former taught the Grade 5 and 6 class composed of students aged 11 and 12 
years, while the latter taught Grade 4 students, aged 10 years. (see also Appendix E) 
4.3.1 Participant selection criteria 
The two teachers selected to participate in this research were Thai. Each 
graduated with a Bachelor’s degree majoring in English, and has a teaching 
certificate issued by the Teachers’ Council of Thailand, as these are the current 
registration requirements in most Thai school contexts (Deerajviset, 2013; 
Kaewmala, 2012).  
The first criterion for selection of the two teachers was their willingness to 
participate in the study. This is an ethical requirement for all research, as the 
participants should not feel coerced to be involved in the research and to be able to 





no. of students by gender Total 
Male Female 
Lina 4 13 14 27 
Sopin 5 14 16 30 
Sopin 6 14 15 29 
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case when making classroom observations of teaching and learning procedure and in 
semi-structured interviews (Purcell-Gates, 2011).  
Secondly, the two English language teacher participants had to be qualified 
teachers with experience teaching English language for at least three years. In 
particular, they had to be fully trained in teaching ESL or EFL students in order to 
participate. Certificates of ESL or EFL teaching from prestigious organisations 
which provide training courses, such as TESOL Thailand, British Council Northern 
Region, Chiang Mai, assured the qualifications in teaching English of the two 
selected teacher participants (Cheunchaichon, 2015; Graham, 2002).  
Lastly, the teacher participants needed to possess knowledge about 
implementing English writing approaches to enhance students’ writing skills. These 
include process-based, product-based, and genre-based approaches that have become 
popular in the Thai English Curriculum (Chuenchaichon, 2015; Duerman, 2015; 
Nomnian, 2012). This increased the likelihood best current practices were observed 
in the research sites. The intent was to increase the utility of the findings within a 
Thai teaching setting.  
4.3.2 Teacher participant’s description: Sopin 
As stated in Chapter 1, Sopin received her Bachelor’s degree in Education, 
majoring in English from a Thai university. She had taught English at this school for 
6 years. She was responsible for instructing Grade 5 and 6 students. Previously, she 
taught English at another school for many years. During her teaching career, she 
received many certificates in teacher training run by organisations such as PEERS 
(Primary Education English Resources Centre), the British Council, and the Office of 
the Basic Education Commission. The teacher training courses that she attended 
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pertained to teaching English as a foreign language, curriculum, writing English 
lessons, and teaching instruction. 
In relation to her learning writing background, Sopin could not recall 
accurately how she was taught to write in English in Thai schools. Similarly to other 
Thai students, she seldom wrote in English classes at primary school. Additionally, at 
the primary level, she was taught simple vocabulary and simple sentences. The 
method of teaching was to make grammatical sentences with the vocabulary. Sopin 
remembered that she wrote more often when she was at the secondary level. The 
contents of writing composition were more intensive, but the skills were similar to 
those taught in the primary years, but were more complex.  
When Sopin studied for her Bachelor’s degree, she liked writing narrative short 
stories. However, since she did not learn how to write correctly and rarely wrote in 
English at school levels, she had problems with writing. Although she wrote more 
frequently and with her English lecturer’s help, she did not write well. At that time, 
learning to write in English was not clear in terms of the methods, but focused on 
more product writing, such as using transitional words and complex sentences. She 
remembered that her writing experience at university comprised writing essays, 
writing biographies, and being assigned topics or themes for writing. She mentioned 
that there should have been more writing courses for English major students. 
Sopin provided details about her experiences in teaching writing in English to 
primary students. Her experiences from primary, secondary and university were 
applied, starting from focusing on language structures and grammar. Then 
vocabulary and forms of sentences were taught. The students also practised writing 
and they wrote from examples. Sopin experienced difficulties in how to assist her 
students learn and develop their writing performance. With her experiences from 
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teacher professional training, she decided to try strategic activities with her students. 
Sopin created a friendly and active learning environment for her students. In my 
observations, Sopin’s classes contained several activities and interactions between 
the teacher and the students, and among the students themselves. For instance, Sopin 
offered routine activities based on the students’ vocabulary knowledge, but allowed 
the routines to become more flexible throughout the semester. This made the students 
more familiar with writing instructions. 
Additionally, the researcher learned from the conversation with Sopin that she 
felt the strong point of her teaching writing was the learners' skills in vocabulary. 
Most students use vocabulary and write sentences correctly as a result of her 
teaching. The students also understood the structure of the sentences to be written. 
However, she knew the weak point was they did not know the meanings of some 
vocabulary clearly, so they lacked confidence to apply the vocabulary to make 
sentences. 
 
Figure 4.1. Sopin’s classroom arrangement. 
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This figure illustrates how the classroom was arranged. Sopin’s table was at the 
front of the classroom. She liked to stand in front of the class while talking to the 
students. She occasionally circulated amongst the groups of the students to assist 
them, while the students were writing, or doing assigned tasks. She wanted the 
students to depend on themselves and classmates when they wrote; however, she 
found that the students needed her suggestions. In figure 4.1, the students were 
seated in groups and there were spaces between each group so that she could walk 
around. The researcher sat at the back of the class, close to the back door whilst 
observing. As noted in Gallagher (2010), assigning seats to students enables 
surveillance under the teacher’s gaze in the classroom. 
4.3.3 Teacher participant’s description: Lina 
Lina graduated with a Bachelor’s degree majoring in English from a Thai 
university. She worked in a school in another province after graduating. She had 
taught English at this school for five years. At the time this research was conducted, 
she was teaching Grade 4 students. Regarding her prior experiences with teaching, 
she had many certificates in teacher professional training, organised by Mac 
Publishing, the Education Service Area Office, and PEERS. She had been trained in 
writing lesson plans, teaching techniques, and Communicative Language Teaching 
(CLT). However, she stated that there was no particular training in writing in 
English.  
From the interview and informal conversation, it emerged that Lina was taught 
with fundamental vocabulary, starting from Grade 5 with the “English is Fun” book, 
about 30 years ago. She learned to write simple sentences; nevertheless, writing in 
English was not frequent and students copied down in notebooks what the teacher 
wrote on a blackboard. During her secondary schooling, writing in English was more 
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intensive. Lina learnt sentence structures in order to write in English with more 
complicated structures. This made her write more often, and she felt that her writing 
skill improved. 
Later, while at university, there were no foreign lecturers teaching writing in 
English. Lina learned to write simple passages and then wrote with more complex 
structures. In English courses, she was taught to write essays, descriptive and 
narrative stories, letters of application, responses to given topics, writing with forms 
and structure. She was more confident in writing in English. 
In terms of teaching English to primary students, Lina has six year’s 
experience of teaching writing in English. Significantly, her previous knowledge of 
writing method was applied to teach the students, for instance, vocabulary, sentence 
structure and grammar. The students were taught to write sentences then paragraphs, 
and then essays. She found that basically students required help in the form of a 
teacher explaining grammar and structure. Also, they lacked confidence in writing 
individually in English, even though they wrote with peers in groups. 
Lina found that there were strengths in her teaching of writing. The students 
had learnt distinct grammatical structures and could practise writing with various 
structures. However, the weak points among her students were production, 
application and incorrect vocabulary usage. Lina had to guide them because they 
could not write by themselves. 
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Figure 4.2. Lina’s classroom arrangement. 
From Figure 4.2, it can be seen that Lina’s table was at the side of the 
classroom. Lina always stood in front of the class and sometimes walked around 
while teaching. She was active, energetic, and friendly. Since she taught Grade 4 
students, who are at the first level of upper primary school, she generally started her 
lessons with games, songs, and quizzes. Even though the students sat in groups, they 
could perform or volunteer in activities at their seats and in front of the classroom. 
During classroom observations, the researcher sat at the back of the class close to the 
back door and sometimes walked around to visit each group. The students liked to 
ask the researcher for help as well. Hanaki (2007) argues that in order for the 
students to feel motivated to learn, the teacher needs to introduce some sense of 
discipline through activity structures, such as seat assignments or written 
independent work. 
4.3.4 Grade 4-6 student participants’ description 
Students who participated in this study came from different cultural, socio-
economic, and educational backgrounds as mentioned in 4.2: Setting. The number of 
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students in each class (Table 4.2) is approximately 30 students of each gender in 
total. Over seven weeks, the researcher collected data from Grade 4 to 6 students 
(aged 10-12). Data included their written work samples and video recordings of 
classroom activities, which were further used to analyse the learning environment 
and classroom activities. Their classrooms were observed by the researcher 
collecting information on the English language lessons. Students were not asked any 
questions directly by the researcher.  
Most importantly, before entering the research site, official permission was 
obtained from the director of the school, and consent forms from the parents were 
collected. In order to guarantee that students’ names remained confidential, all 
students were assigned pseudonyms and real names were kept separate from field 
notes. 
4.4 DATA COLLECTION 
The aim of this research was to investigate the multiple forms of English 
writing pedagogies in a mainstream classroom in Thailand, as well as issues of 
power that operate in the application of writing pedagogies. It specifically examines 
power relations associated with the ESL pedagogies that predominate in the 
international literature and curriculum materials, and their observable relations to the 
teaching of EFL writing in a Thai primary school. The type of data was qualitative, 
taking the form of description of the teaching situation and teaching procedures 
taking place during the fieldwork. Qualitative data were analysed descriptively soon 
after each teaching period was observed. 
The data collected in this research included core data and supplemental data 
using a number of descriptive techniques, including classroom observation, digital 
audiotape recording, digital video recording, and fieldnote taking. The core data 
 142 Chapter 4: Methodology of the Study 
based on Carspecken (1996), is data involved teachers’ interviews and data from 
classroom observations, whereas the supplemental data (Carspecken, 1996) included 
students’ written work samples and curriculum archives.  
In order to enhance the validity of the study, comparison of multiple sources of 
evidence was carried out, cross-referencing core data and supplemental data 
(Merriam, 2009). Therefore, different methods of data collection were chosen to 
investigate the pedagogies typically used to teach English writing, participants’ 
interaction, and students’ writing work samples. The researcher collected data using 
an ethnographic approach that included semi-structured interviews and non-
participant observations. Two interviews with Lina and Sopin were recorded and 
transcribed in Thai, and then translated into English for reporting the findings of the 
research. The main purpose of the classroom observations was to identify the 
teaching pedagogies for writing with EFL primary students and to investigate the 
relations of power in pedagogies implemented by Lina and Sopin. This data was later 
analysed, according to the research question, addressing aspects of power relations 
and pedagogies in the Thai context. 
4.4.1 Classroom observation  
One of the most important data sources was real classroom teaching and 
learning practices collected through direct observation. The researcher observed 
English lessons for three hours per week, over seven weeks consecutively during 
their English class period (approximately 50 minutes per period). In addition, 
classroom observation field notes were used to record interactions and events, 
supported by a digital camera and a digital audiotape-recorder. Students were 
informed that the researcher would observe English lessons only for seven weeks, 
and recordings would not affect the students’ academic performance. Purcell-Gates 
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(2011) explains that classroom ethnography often positions the researcher closer to 
the observer end of the continuum. The ethnographer in classrooms is interested in 
such things as teacher-student transactions, learner beliefs and interpretations, and 
peer-group response, etc. Therefore, one important way to obtain classroom teaching, 
learning atmosphere, and student performance of English writing was through 
classroom observation. 
As a non-participant observer, the researcher sat inside the classroom, 
observing and taking field notes during English lessons. Critical ethnography allows 
the researcher to gain insight into the power relations taking place in the institution 
(Carspecken, 1996). In Sopin’s class, the researcher sat at the back of a classroom, 
whereas in Lina’s class, the researcher sat near the exit door at the back of the 
classroom. My presence was hardly noticed, for the researcher entered the class via 
the back door while the students paid attention to the presence of their teacher. 
Observation was important. The researcher observed the teaching procedures 
used in EFL writing classes, took notes, and used a digital video camera to record 
incidents related to the question during the observation. Classroom observation was a 
useful tool for examining the situations in the classrooms where this study was 
conducted. The observations were made in each class, with the teacher keeping a 
diary record. The observations were focused on the following aspects – the students’ 
response to the teaching activities, their interest in writing activity, their classroom 
interactions with peers and the teachers, and their writing performance. The purpose 
of observations was to gain an understanding of how forms of power were exercised, 
the pedagogies implemented by the teachers, and the time students spent on various 
activities.  
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4.4.2 Field notes 
Field notes were very important in this study because the researcher noted 
comments, such as teaching materials, teachers and students’ interaction, and the 
classroom atmosphere, while attending to the detail of classroom activities (Brown, 
2001; Creswell, 2004; Merriam, 1998). Consequently, to systematically record all 
features, field notes, which were written during and after observations, were kept 
throughout the research. During the 21 sessions of classroom activities, the 
researcher made observations of the teachers’ interactions, the students’ learning 
behaviours, and classroom activities, along with field notes to supplement digital 
audio recording. 
Table 4.3 shows the sample of field-note conventions used in video transcripts 
and classroom observation field notes. Transcription conventions are used for 
actions, because action and speech are both important.  
Table 4.3  
Field note conventions 









S4.1 A student in Grade 4 
S5.1 A student in Grade 5 
S6.1 A student in Grade 6 
L1 Thai language used by teachers and students 
[…] The researcher’s comments 
The following is an excerpt of field note journals recorded while the researcher 
was observing one of Lina’s English classes. Before Lina began to teach this class, 
she asked her students to revise what they had learned the week before. The students 
concentrated on the class activities; for example, they read the worksheet, completed 
the exercises on the worksheet, and practised speaking a short dialogue with their 
partners. 
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An excerpt of field notes (TB P4/1 210814 1) 
[1] TB: “Last week we learned the future simple tense and asking for 
directions. Now I’d like you to look at your worksheet carefully”. 
[The teacher gives the worksheets to the students, one each.] 
[2] SS: [Remain silent. Look at the blackboard and write down in their 
notebooks.] 
[3] S4.1: “Excuse me, where is the post office?” [The teacher points at 
the student. He stands up and asks the question.] 
Purcell-Gates (2007) suggests that many literacy researchers supplement field 
notes with audio recording, which provides backup for researchers who may not be 
able to capture complex, fast-moving events in written field notes, such as classroom 
teaching, peer-group work, or play. Based on Carspecken (1996, pp. 45, 50-51, 59-
61), observational field notes were summarised and added to “thick-field notes”. The 
transcribed data was then coded and grouped into a number of categories and themes 
as described further in this chapter. Each teacher was observed two times over seven 
weeks. Interviews were transcribed and field notes were added to create a thick 
description (Carspecken, 1996).  
4.4.3 Semi-structured interviews with teacher participants 
With regard to the research question, the researcher chose interviews as the 
main method to obtain information from the teacher participants. Semi-structured 
interviews (focused interviews) were carried out. Two semi-structured interviews 
were conducted in Thai, which is L1 for teacher participants. As DiCicco-Bloom and 
Crabtree (2006, p. 21) noted, semi-structured interviews are often the sole data 
source for a qualitative research project, and are usually scheduled in advance at a 
designated time and location outside of everyday events. Semi-structured interviews 
are generally “organised around a set of predetermined open-ended questions, with 
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other questions emerging from the dialogue between interviewer and interviewee/s” 
(DiCicco-Bloom & Benjamin, 2006, p. 315).  
According to Burg (2004 cited in Mills, 2006), interviewing is recognised as a 
powerful method that helps researchers to access information about how participants 
come to their actual behaviours and perceive their own behaviours. Therefore, in this 
study, interviewing was used as an effective way to gather descriptive data about 
teacher participants’ views of using English writing instructions. The main task in 
interviewing is to understand the meaning of what interviewees say (Valenzuela & 
Shrivastava, 2002).  
Burns (2005) described interviews as a verbal exchange, in which an 
interviewer tries to elicit information about the way in which a person functions in 
their own environment (p. 423), and beliefs or opinions from another person. He 
further suggested that an advantage of the semi-structured interview is the ability of 
the informant to use their own perspective and the language natural to them rather 
than that of the researcher (p. 425). 
Table 4.4  
The interview schedule 
Participants Date Duration (minutes) 
Sopin 24 / 08 /2014 28.23 
Lina 25 / 08 / 2014 31.14 
Table 4.4 shows that two teacher participants at the public primary school in 
Thailand were interviewed in the Thai language after the 7th week for about 30 
minutes each. This did not affect the working hours of these teachers and the school. 
The semi-structured interviews were digitally audio-recorded in the teachers’ rooms, 
which were quiet and safe, so the teacher participants felt comfortable and relaxed to 
respond to 18 interview questions. Interviews were composed of three parts: Part I – 
  
Chapter 4: Methodology of the Study 147 
teacher background, Part II – Power themes, and Part III – Pedagogy themes. The 
language used during the interview was Thai because this investigation involved 
complex subject matter, to make teachers comfortable during interviewing, and best 
able to communicate their thoughts. The researcher aimed to use concrete examples 
and comprehensible language. 
The interview schedule is included here (see Table 4.4). Each teacher 
participant was asked the first four questions shown in Table 4.5 about their 
background. These questions (Q.1-4) were used to develop demographic data about 
their teaching experiences and the individuals’ English writing learning. The 
information from these questions provided a profile of each teacher’s background in 
English language learning and teaching experience, and their opportunity to use and 
improve English, which helped the researcher gain insights about the participants’ 
current practice. 
Power questions (Q.5-11) were asked in order to investigate power relations 
exercised in the curriculum between the teachers and the students. For instance, the 
researcher asked Q.5: “Could you tell me about the English course syllabus used in 
this school?” This type of question helped the researcher to examine how the 
teachers interpreted the curriculum and designed the English course syllabus, which 
links back to the strands of the curriculum in order to benefit most students.  
Questions 12-18 enabled the researcher to gain deeper insight the teachers’ 
knowledge of writing pedagogy. These questions also provided data about their 
teaching experiences and their attitudes over each implemented writing approach. 
For example, questions included: “Do you think the pedagogies that you use help 
your students improve writing skills? If yes, please explain how? If no, why do you 
think it is a case?”  
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The following table shows 18 questions in a semi-structured interview with 
teacher participants. These questions are categorised based on themes. 
Table 4.5  
Interview questions 
Part I       Teacher background 
1. What was teaching and learning to write in English like when you were in 
primary, secondary and university levels? 
2. Could you tell me about your experiences when teaching writing to primary 
students?  Do you think you can apply the knowledge and skills from your 
previous teacher training to the students? How? 
3. What do you think are the main factors in learning to write in English? What 
strong and weak points of yourself do you find when teaching writing in English? 
4. From where and how do you have an improvement in teaching writing to primary 
school students? 
Part II     Power themes 
5. Could you tell me about the English course syllabus used in this school? 
6. How closely is it associated with the Thai National Curriculum? 
7. How do you apply teaching/learning approaches to primary students and do you 
find it difficult to apply? 
8. Do you implement a learner-centred approach according to the curriculum? If so, 
how do you design relevant activities by which students can themselves construct 
and follow up knowledge? 
9. Have you ever introduced current or new teaching writing strategies into your 
classroom? If yes, what influences you to do that? 
10. What is the writing class like? How can you control the students’ writing work in 
the class? 
11. How do you know that the class makes progress in English writing skills? Do you 
exam them every class? If so, please give examples. 
Part III     Pedagogy themes 
12. Do you use the process-based approach when you teach writing? If so, how do 
you use it? Please give examples. 
13. Do you use the product-based approach when you teach writing? If so, how do 
you use it? Please give examples. 
14. Do you use the genre-based approach when you teach writing? If so, how do you 
use it? Please give examples. 
15. Do you use the communicative approach when you teach writing? If so, how do 
you use it? Please give examples. 
16. Could you tell me about the overall pedagogies you use in your classroom? 
17. Do you think the pedagogies that you use help your students improve writing 
skills? If yes, please explain how? If no, why do you think it is a case? 
18. What approaches of teaching writing do you often apply, and why? 
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An example of the specific questions and teacher responses that addressed the 
power relation theme ‘pastoral power’ is as follow: 
Question 8: Do you implement a learner-centred approach according to the 
curriculum? If so, how do you design relevant activities by which 
students can construct and follow up knowledge by themselves? 
Sopin’s answer was: 
To permit student to organise and select writing topics according to their own 
interests. Students then evaluate individual progress in learning English 
writing with teachers acting as advisors and facilitators. 
The questions about teaching pedagogies were used to investigate the activities 
the teachers organised, the material they used in class, and their implementation of 
the pedagogies. Question 17 was asked to gain insight into the current practice of 
pedagogies that the teachers use in the classrooms and the opinions from the teachers 
when they use those pedagogies. This gives information about the advantages and 
disadvantages that teachers perceive about specific pedagogies. 
Question 17: Do you think the pedagogies that you use help your students   
improve writing skills? If yes, please explain how? If no, why 
do you think it is a case? 
Lina stated: 
I think the current pedagogies could help the students improve their writing 
skills because they could practise the vocabularies and could learn more 
vocabularies. With repeated using of the sentence structure, students could 
understand, remember and write the sentences by themselves. I usually 
reviewed and gave them many examples, so most of them could improve their 
writing. They could write in different patterns, apply mind mapping and write 
questioning and answering sentences. 
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4.4.4 Video recordings of English lessons 
In this research, multimodal data were collected through digital audio 
recording, video recording, and photographing events. Video recording of students’ 
activities allowed the researcher to record and replay the pictures and sounds within a 
classroom teaching and learning event (Mondada, 2012; Uhrenfeldt, Paterson, & 
Hall, 2007). Video recording also captured the visual and audio aspects of the teacher 
interviews.  
Jewitt (2012) states that video recording provides a researcher with 
opportunities for accurate analysis of data. Also, video recording classroom activities 
enables a researcher to capture all details in a live setting. Video can provide “a fine-
grained record” (Jewitt, 2012, p. 6) of an event detailing gaze, expression, body 
posture, gesture, and so on. Similarly, Purcell-Gates (2012) asserts that the researcher 
can replay the recorded data as many times as required to make sure that the data 
were analysed correctly and accurately, such as in gestures and prosody. That is, 
video is a multimodal record in which talk is kept in context and all modes are 
recorded sequentially.  
In this study, video data gave the researcher insight into the consistency 
between the field note journal and students’ ongoing behaviour. However, using 
video effectively requires determining appropriate research questions and identifying 
types of data required beforehand, to inform study design (Mondada, 2012). The 
video recorder was only used to record classroom activities, and the audio recorder 
was used to record the interviews as well as classroom lessons. These video 
recordings were further used to analyse the learning environment and classroom 
activities.  
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As Jewitt (2012) noted, it is arguable that just as the audio recorder gave 
linguists “new kinds of access to speech and voice” which in turn supported and 
demanded the development of linguistic theories and methods, video recording has 
enabled “the expansion of the repertoire of researchers” (p. 6). 
4.4.5 Coding methods 
In this study, the code was based on Carspecken’s (1996, pp. 146-151) coding 
methods. Hierarchical coding was conducted following Carspecken (1996), 
identifying the low level codes, such as the participants’ own words, regrouping 
those codes into my categories. This involved continually moving between the data 
and the literature. The codes reported here are those that consistently appeared during 
the stage of coding themes to confirm observations of Pedagogy and Power in the 
Thai classrooms – the focus of this research. The researcher systematically coded 
words, phrases, and sentences relevant to the analysis of writing pedagogies and the 
power relations that were observed in English writing classrooms.  
Low-level coding was conducted from the primary record to present the regular 
events or routines that Carspecken (1996, p. 147) describes as, “mainly objective 
features of the primary record open to multiple access”. This low-level coding was 
done in Stage Two. These are examples of low-level codes, which happened during 
the classroom interactions; ‘Yes’, ‘Everyone’, ‘Attention!’, and ‘Please’. Each of 
these words was coded ‘Low-level codes’. The researcher heard these participant 
terms regularly in the interactions between the teachers and their students. 
In contrast, high-level coding (Carspecken, 1996, p. 148) was conducted in 
Stages Three to Five, because data analysis from the interviews was completed and 
coding methods begun. High-level codes are codes reconstructed from data analysis 
(Carspecken, 1996). Carspecken also notes that “High-level codes are dependent on 
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greater amounts of abstraction” (p. 148). In this study, high-level coding inventions 
were derived from interview data and classroom observational field notes. Coding 
conventions from both interviews and field notes were compared and matched to 
represent meaningful analysis. Carspecken (1996) points out that higher-level codes 
are generally based on explicit meaning reconstructions and horizon analysis. 
Higher-level codes are important to “generalise the findings that emerge from 
various forms of data analysis...” (Carspecken, 1996, p. 150).  
The examples of high-level codes were based on the themes: Power and 
Pedagogy, and sub-themes, such as coercive power, reward power, and group work, 
are shown below. 
- The students were seated, looking at Lina. (space, surveillance) 
- Lina looked around to see if every student was seated and then she started 
greeting them. (space, surveillance, gaze) 
Carspecken (1996) addresses the importance of high-level coding in that it is 
useful for choosing analytic emphases to be employed in the final write up. The 
coding of transcripts is provided in section 4.6 of this chapter and also in Appendix 
B.  
4.5 OVERCOMING TRANSCRIPTION AND TRANSLATION CONCERNS 
The questions for the semi-structured interviews were first written in English, 
and then translated into Thai by the researcher and checked by a professional 
translator who is expert in both Thai and English. This translator is a lecturer in 
Chiang Mai Rajabhat University. She received a Master’s Degree in English 
translation from Mahidol University in Thailand, and also has long-term experience 
as a professional translator. The final drafts of interview questions were examined by 
the researcher’s principal supervisor. Initially, the researcher transcribed the Thai 
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interview transcripts of this study. After that, the transcriptions were translated back 
into English, and then were professionally checked by the translator.  
The final excerpts presented in this thesis were also edited by the thesis 
supervisors, as the Thai grammatical forms did not always have precisely equivalent 
meanings in English, and the transcripts needed to be comprehensible to 
predominantly English-speaking readers. Research supervisors also suggested that 
the translations should follow correct English grammar in the final thesis. It is 
acknowledged that the translation and transcription of data, no matter how rigorous, 
always adds layers of epistemological implications and consequences for the final 
research (Temple & Young, 2004). To account for the potential “sanitisation of the 
data” (Temple & Young, 2004, p. 173), the layered process of translation is 
acknowledged here for transparency, and the original transcripts in the Thai language 
and the first English translation are provided in Appendix B. 
4.6 DATA ANALYSIS 
All sources of data were used. The multiple sources of data helped to ensure 
the validity of the findings. Three elements of the data were analysed. First, the 
researcher concentrated on teachers’ pedagogies in English writing. Secondly, the 
researcher focused on issues of power in ESL writing pedagogies that influence the 
application of EFL writing instruction in the Thai context. Finally, the 2008 Basic 
Education Core Curriculum, English was used to investigate the pedagogies 
implemented in the Teaching English as a Foreign Language (TEFL) in Thailand. A 
component of the literacy framework was underpinned by sociocultural theory, 
which was significant to the study of language learning strategies in context.  
The interpretive approach of content analysis was employed for the two teacher 
participants in this study to explore the transcripts for thoughts and knowledge, and 
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for application of English writing pedagogies. The framework of this study was 
based on existing theoretical concepts of English writing pedagogies. Not all the 
students’ work samples collected were analysed in detail because that would be 
beyond the scope of this research. Rather, some of the students’ writing work 
samples were used as examples to illustrate the tasks that teachers assign students in 
the Thai context. 
It should be noted that in accordance with Carspecken’s five stages, the 
techniques of data analysis in this research include the procedure of on-going 
analysis in which the data were checked and re-checked, interpreted, and 
reinterpreted, in order to ensure the reliability of the data analysis.  
4.6.1 Analysis of the field notes 
For field notes, the researcher took notes using both English and Thai 
language. The researcher also developed one set of categories for interviewing the 
teachers. For instance, categories in the teacher interviews were approaches to 
teaching writing, writing strategies, and other specific themes introduced in the 
theoretical framework (Chapter 3). The researcher used codes as the abbreviation, 
such as SS for students, S1 for the first student’s writing sample, and TA for Sopin. 
The researcher categorised the themes by the roles of the teacher participants, the 
role of the students, and activities in classrooms. The researcher re-read and checked 
the coding multiple times to make the interpretation more certain. An example of the 
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Table 4.6  
An example of field notes (TB P4/1 140814 3) 













[M = 12, F = 12 absent 3] 
TB: Good morning, students. How are you today? 
[..smiles and looks around] 
SS: Good morning teacher. I’m fine, thank you. 
And you?  
TB: I’m very well, thank you. First let’s see who is 
absent today. [..has a name list and starts calling 
out the students’ names..] 
Manu: Teacher Lina, Malee is sick today. [stands 
up and raises his hand] 
TB: Thank you, Manu.  
TB: Everyone, read these words aloud. Ready? 
[word cards in her hands] 
SS: Yes, teacher. 
TB: Now, anyone I give these cards to must stand 
up and read and spell a word on the card you have 
loudly. [gives a card to each of ten students, facing 
a card down on their desks.] 
Weera: Plant, p-l-a-n-t. 
TB: Good job. 
















































Field note conventions:  TB = Teacher Lina who taught 4th grade, SS = 
students, […] = the researcher’s comments. 
In terms of analysis, Carspecken (1996) suggested sources of information come 
from comprehensive records of a social site which is composed of social interactions. 
Therefore, besides a record of observations and field notes, interviews and video 
recordings were used to examine broader social interactions.  
4.6.2 Analysis of interview transcripts  
Interview data required content analysis. For digital audio-recorded interviews, 
the first step was to listen to the recorded interviews and to transcribe them. The 
transcripts were sent back to the teachers to check and confirm that the transcripts 
reflected exactly what they had said. The transcription was followed by the 
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researcher’s translation from Thai into English, which was then was checked by a 
translator. It should be noted here that the translation was verbatim. However, since 
there is a different language system between Thai and English, some sentences were 
rewritten and changed, such as the use of pronoun ‘I’. For example, “We organise a 
writing task almost every period.” The pronoun ‘We’ in this sentence means Lina 
herself. The reason why she used ‘We’ instead of ‘I’ to refer to herself was to 
represent herself as ‘teachers’ (see also Appendix B). 
Table 4.7  




5. The English curriculum used in the school was based on 
the Basic Education Core Curriculum B.E. 2551 (A.D. 
2008) in which the teaching process was the 3Ps 
communicative approach and other theories applied for 
teaching. It was not all a student-centred approach, but a 
combination of teacher-centred approaches and student-
centred approaches because the teachers sometimes had to 
guide the learners. 
Bio-power was 
demonstrated here 
because the curriculum 
was brought to practise or 
reproduce in the EFL 




At present, teaching writing in English was teaching the 
structure in order that the students could understand 
clearly and could apply these with the given structures. 
However, there was a problem with their writing process 
because when students wrote in English, they depended 
on their explicit understanding and a limited corpus of 
vocabulary. Thus, teaching writing in English to the 
primary students was quite difficult. 
Disciplinary power was 
exercised since Lina used 
techniques of 
surveillance and gaze 
when she observed her 
students’ learning 
behaviour and examined 
their English learning 
development. 
9. I let the students write from short stories they read 
gradually. They were motivated to practise writing, but 
this strategy consumed much time. I had only 2 hours per 
week for the English language classes. Writing short 
stories encouraged them to practise writing, which did not 
cover all the indicators, so there were other new strategies 
to develop their writing skills. 
Disciplinary power was 
exhibited because Lina 
controlled the steps of 
writing tasks 
(normalisation). Lina also 
observed the students’ 
progress in writing, so 
she knew who improved 
and who needed more 
assistance (hierarchical 
observation).   
16. For overall pedagogies applied in my classroom, I 
occasionally started from games or songs at a warm-up 
stage to prepare the students for the lessons. Then content 
and sentence structures were presented. The students 
It was obvious here that 
Lina used activities, 
strategies, and materials 
to teach her students, 
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practised new vocabularies, simple affirmative, question 
and answer sentences. The students practised sentence 
structures, speaking, and writing. They also worked on 
worksheets individually or in groups. I advised and 
assisted them if they needed help. The students preferred 
to do the activities in the class; hence it was a lively class 
and a good learning environment. 
following the whole 




exercised when she 
observed her students’ 
behaviour and 
encouraged them to learn 
enthusiastically. Pastoral 
power was also exhibited 
when a student-centred 
approach enabled the 
teacher to be a facilitator.  
Table 4.8  






A student-centred approach was implemented and other 
knowledge was integrated, such as words about apparel and 
seasons. The students applied knowledge of weather to 
describe how to dress appropriately in each season. There 
were also integration of English language with health 
science and arts, such as drawing a picture of your favourite 
season and describing it in English. 
Bio-power was exhibited 
when Sopin implemented 
a student-centred 
approach, which was 
dictated in the curriculum. 
Pastoral power was 
evident in the students’ 
reproduction of Sopin’s 
teaching. 
10. In the classroom, they were assigned to complete individual 
work. The students sometimes did not answer my questions 
nor had any responses. It was a teacher-centred rather than a 
student-centred classroom. I advised and made comments on 
their writing work in order that they could learn from their 
mistakes and could correct their own work. 
Disciplinary power was 
exposed in her writing 
classes because Sopin 
monitored her students’ 
learning behaviours. 
Pastoral power was 
exhibited because Sopin 
assisted and guided the 
students in doing writing 
tasks. 
11. It could be identified from their work and their writing 
performance. I knew whether the students developed in 
English writing skills or not. The students were not tested in 
every class. I gave them marks to their writing work, such as 
writing a mind map and spelling vocabulary correctly. The 
tests were in multiple choices form, true or false and writing 
to describe pictures for example. 
Disciplinary power was 
exercised since Sopin saw 
her students’ writing 
performance and recorded 
this information. 
Punishment in terms of 
reward power was also 
exhibited when she gave a 
high score to students’ 
work, whereas a low score 
for some students’ work 
could be interpreted as 
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coercive punishment. 
18. Vocabulary introduced in my class, such as the students 
chose words to fill in the gaps. The students also wrote their 
biography, wrote about their families and their school. They 
practised writing passages. This approach was usually 
applied. Furthermore, the students read passages and wrote 
the answers. These passages were not complicated. The 
vocabulary and contents were easy to understand, 




writing activities, reading 
and writing activities, 
which are based on the 
whole language approach. 
4.6.3 Analysis of the video transcriptions 
Video recordings were transcribed into Thai, and then translated into English. 
Transcriptions were read over several times while certain parts of the recording were 
replayed for accuracy. The aim of using video recording in the classroom was to 
support the researcher’s field notes during observations. Kawulich (2005) suggests 
that data from written field notes can be more accurate when combined with 
information from multiple sources (Creswell, 1998; Patton, 2002). This supported the 
interpretation of the findings observed or observations in the classroom (Merriam, 
1991). The examples of video recordings and video transcription format can be seen 









S6.1:  I’m writing only 3 sentences. [Finishes and waits for other friends to 
complete the assignment] 
Figure 4.3. A capture from video recordings. 
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S6.2:  S6.1, Do we have to write 3 sentences each? 
S6.1:  Yes, of course. We have made a deal. Choose 3 adjectives to make 
sentences. 
S6.2:  But…I need help. I’m not sure about the grammar. Who checks the 
grammar? 
Field note conventions:  S6.1 = A student in Grade 6 no. 1, S6.2 = A student in 
Grade 6 no. 2, […] = the researcher’s comments 
According to the researcher’s observations, the students interacted with each 
other while working in their group. A student 6.2 had difficulty with a writing task, 
so she asked her friends for help. The researcher also observed that the students 
mostly asked about grammar rules and sentence structures, since they were not 
confident in producing their written work. Although the students were allowed to ask 
for help from their teachers, few of them asked questions. Rather they preferred 
discussing problems in their group. In […], the researcher noted that a student 6.1 
was working quickly and was offering to assist her group with grammar checking. 
An analysis regarding pedagogy and power, which was evident in Excerpt 3, will be 
further provided in Chapter 5. 
The coding conventions here were used in analysis of video data, which later 
were matched with the codes from observational field notes in order to confirm that 
interpretation was accurate. It should be noted that the three classrooms (Grade 4 to 
6) were video-recorded in the seventh week, because video was needed to capture 
classroom observation and interactions. Video excerpts will provide evidence to 
support the findings in Chapter 5 (see also Appendix D). 
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Table 4.9  
Sample of coding conventions for video data 




- Quick! DP-E 
- (Keep writing) PP-I 
 
- she doesn’t clean her 
room. GR-t 
-  C-L-E-A-N WC-s 
Excerpt 3 
 
- …(Keep silent and pay attention 
to what she’s writing)… PP-I 
- Let me finish drawing and you 
write the vocabularies. PP-I 





- Why’s it not correct? DP-E 
- (Erased and corrected the 
sentence.) BP-P 
- They kept doing the assignment, 
which is writing sentences to 
describe the pictures. BP-D, PP-T 
- It’s incorrect. W-pc 
- It’s happier than.. it’s –
ier, not –yer W-pc 
Excerpt 6 
 
- Hurry up, you’ll need to finish it 
in 5 minutes. DP-E 




- Yes, of course. We have made a 
deal. DP-n 
 
- Choose 3 adjectives to 
make sentences. GR-s 
- Who checks the 
grammar? LA-s 
 
The conventions appearing in Table 4.9 are described as follows. 
GR-t Grammar – tense   
GR-s Grammar – sentence patterns DP-Ho Disciplinary power – hierarchical 
observation 
GR-adj Grammar – adjectives DP-Nj Disciplinary power – normalising 
judgement 
GR-tsw Grammar – transitional words DP-E Disciplinary power – examination 
WC-s Word choice – spelling BP-D Bio-power-discipline 
W-pc Writing – process based BP-P Bio-power-reproduction (pastoral power) 
W-pd Writing – product based PP-T Pastoral power-totalisation 
W-gr Writing – genre based PP-I Pastoral power-individual 
S-LA Learning approach – student 
centred 
RP Reward power 
T-LA Learning approach – teacher 
centred 
CP Coercive power 
WC-syn Word choice – synonyms S Space 
W-ind Writing – individuals SV Surveillance 
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W-ps Writing  – peers   
W-para Writing  – paragraph structure   
    
4.6.4 Coding themes 
Coding within data analysis is the most difficult and important step in 
qualitative research; also it is vital to reduce, organise, and make textual data 
meaningful. The approach to descriptive data analysis in this research followed the 
coding method described by Carspecken (1996) for ethnographic researchers. 
Moreover, researcher and readers are able to interpret data that is systematically 
categorised, and have confidence that the repeated themes are not incidental events. 
As Coffey and Atkinson (1996 as cited in Basit, 2010, p. 144) point out, codes are 
links between locations in the data and sets of concepts or ideas, and they are in that 
sense heuristic devices which enable the researcher to go beyond the data. The 
researcher coded what the participants said, which was supported by the video 
recordings, and the visual record of events, participant gestures, and movements, to 
contextualise these verbal meanings more holistically than if audio recording were 
used in isolation. 
Carspecken (1996) believed that the coding procedures are appropriate for 
reconstructive analysis of data. The researcher followed the coding procedures 
suggested by Carspecken (1996), since he suggests that coding can be carried out as 
soon as the primary record has been completed or nearly completed. For example, 
the researcher selected key words, such as ‘pedagogy’, ‘genre approach’, ‘direct 
instruction’, ‘teaching writing’, ‘literacy’, and ‘power’ to be coded. The key theories 
used to interpret the codes and findings were outlined in Chapter 3 – Theoretical 
Framework.  
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The codes assigned to the interviews, field notes and video transcripts are 
presented in the following tables (Table 4.10 and Table 4.11), showing categories of 
themes and sub-themes that emerged from all the data sets. Following the tables are 
description and justification of each table. 
Table 4.10  
Theme I and sub-themes: Power 
Code description / category Code symbol Code example from the data sets 
Disciplinary power – hierarchical 
observation 
DP-Ho TA: Everyone, listen up carefully. 
[looked around and waited until the 
class was quiet] 
Disciplinary power – normalising 
judgement 
DP-Nj TA: Yes, I have told you before. 
Disciplinary power – examination DP-E Tana finished writing three sentences, 
and then he asked his friend, “Have 
you finished drawing? We need to be 
faster.” [group work, they were 
preparing for the presentation] 
Bio-power-discipline BP-D TB: First, write down the grammar 
rules on your notebook, and then the 
examples I am writing here on the 
blackboard. You note them down. 
Understand? Then I’ll explain this 
grammar. 
Bio-power-reproduction 
             (pastoral power) 
BP-P Students listened to Lina and repeated 
after her. [Lina was reading sentence 
by sentence.] 
Pastoral power-totalisation PP-T After practising with a whole class at 
Practice stage (3Ps), Malee continued 
her writing task until she finished by 
herself. 
Pastoral power-individual PP-I I wanted to finish my writing part. You 
do your part.  
Reward power RP Everyone, Sura gave the correct 
answers. Let’s give him a big hand. 
Coercive power CP No, Tom. Get back to your seat. Unless 
you finish this task first, you cannot go 
out to play football.  
Space S The students’ rows of desks.  
Recreation space at the back of the 
classroom 
SV Surveillance Lina stood at the front door of the 
classroom and watched the students to 
see if they were seated properly. 
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Table 4.11  
Theme II and sub-themes: Pedagogy 
Code description / category Code symbol Code example from the data sets 
Grammar – tense GR-t I go.. [correct: I went…] 
Grammar – sentence patterns GR-s She name is…. 
Grammar – adjectives GR-adj Good healthy food 
Grammar – transitional words GR-tsw First 
Word choice – spelling WC-s Hoter  [correct; hotter] 
Coala [correct: koala] 
Writing – process based W-pc Plan to write    
Group work 
Writing – product based W-pd Write up   
Fill in the blanks 
Writing – genre based W-gr A letter to pen pal  
Mother’s Day cards 
Learning approach – student-centred S-LA Plan to present group work 
Create posters  
Learning approach – teacher-centred T-LA Explain grammar verbally 
Use textbooks [majorly]  
Word choice – synonyms WC-syn - 
Writing – individuals W-ind A greeting card 
A fruit vocabulary mind map 
Writing  – peers W-ps Comparative sentences 
Pair work 
Exchange notebooks for marking 
Writing  – paragraph structure W-para Five to ten sentences 
Short passage 
Read and write to retell the story  
   
4.6.5 Using curriculum documents to contextualise observed practices data 
Previously, both published and unpublished documents were analysed in this 
research. Curriculum documents, ESL and EFL documents, articles, and textbooks 
were published documents; unpublished documents were the English course 
syllabuses for the primary school levels, and the associated teaching materials in 
Thailand. The purpose of this document analysis was to examine the relevant policies 
and their movement from ESL teaching contexts to the Thai EFL pedagogical 
context. The researcher also gathered documents and artefacts related to this study 
including student teaching materials, writing samples, English course syllabus, tests 
and other related documents. These documents were a valuable source of data since 
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they were not created for the purpose of research (Merriam, 1991). Instead, they 
represented students’ writing performance and teachers’ pedagogies for English 
writing. 
With regards to English as a compulsory subject at the primary school level 
(Grade 1-6), the Office of Basic Education Commission (OBEC), Ministry of 
Education dictates the learning strands and standards of the Foreign Languages Core 
Curriculum (see also Appendix A). The Basic English curriculum 2008 for Grades 4-
6 focuses on communicative writing (OBEC, 2008); therefore, the following analysis 
and interpretation acknowledges the contextual influence of these curriculum 
documents that address pedagogic issues. These include an emphasis on particular 
writing pedagogies, including the learner-centred approach and the use of 
communicative language teaching. Evidence of the communicative language 
teaching (CLT) approach, which is a major objective of Thai Educational reform, is 
specified in the Basic Education Curriculum 2001 in the section ‘Language for 
communication’, as indicated below. 
Strand 1: Language for Communication 
Standard 1.1: Understanding of and capacity to interpret what has been heard  
and read from various types of media, and ability to express 
opinions with proper reasoning. 
Standard 1.2: Endowment with language communication skills for exchange of  
data and information; efficient expression of feelings and 
opinions. 
Standard 1.3: Ability to present data, information, concepts and views about  
various matters through speaking and writing.  
(OBEC, 2008, p. 21) 
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This curriculum focuses on the ability to communicate (OBEC, 2001). This 
emphasis on communicative writing is apparent in the revised 2008 curriculum, 
which is the most recent and relevant curriculum policy at this time. Consequently, in 
the lessons observed in this research, there was an observed emphasis in schools on 
the encoding communicative skills, speaking, and writing skills. 
4.6.6 Analysis of the student work samples 
Another important source of data was selecting students’ work samples for this 
research. As such, the writing work samples of students were chosen to be a 
manageable and a suitable size for analysing data within the scope of this research. 
O’Mullane (1994) advises that documents are the permanent evidence and 
record of decision-making. Documents are often used by ethnographic researchers of 
literacy. In this research, documents refer to students’ writing samples, which were 
used to document literacy learning and practice. Students’ written work samples, 
both classroom and homework written assignments, were collected as part of 
understanding teacher pedagogies and the learning that was observed throughout the 
study. 
The researcher collected students’ writing samples over the data collection 
period. The writing samples were collected after the teachers had assessed them and 
recorded their results. Not all written artefacts were collected; however, as data 
collection was determined by sessions that engaged in literacy learning. 
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As seen in Figure 4.4, this fourth grade student wrote the English alphabet 
incorrectly: Monkey and ThE. Also the student spelled incorrectly: ‘moese’ for 
‘mouse’ and ‘coala’ instead of ‘koala’. From Lina’s answer to interview question no. 
11, the researcher learned that the students started learning English intensively when 
they were in Grade 4. Lina also mentioned that the students used capital letters and 
small letters incorrectly in a word or in a sentence. Moreover, some students could 
not remember all 26 of the English alphabet letters. However, this student’s writing 
sample illustrates that the student reproduced his knowledge of comparative 
adjectives. He wrote three sentences using comparative and superlative adjectives, 
even though he missed ‘the’ in the superlative sentences. In relation to power, it can 
be said that pastoral power was exhibited since the student learned the lesson and 
tried to reproduce knowledge they learned from the teacher. Further data analysis of 
students’ work samples will be demonstrated in section 5.1.2. 
4.7 TRUSTWORTHINESS REQUIREMENTS FOR ETHNOGRAPHY 
In order to confirm the trustworthiness of the findings, multiple sources of data 
were used to theorise the working of power and pedagogy in the teaching of English 
The Monkey is small. 
The moese is smaller. 




ThE dog is fat. 
The coala is fatter. 
The panda is fattest. 
Figure 4.4. A student’s writing sample. 
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in Thai primary school classrooms, including teacher interviews, classroom 
observations, and educational policy document analysis. Multiple sources of data 
including classroom observations, interviews, field notes, and artefacts were used to 
compare and crosscheck the accuracy of collected data. It is argued that multiple 
sources of data can significantly contribute to the credibility of findings relying on 
“multiple forms of evidence rather than a single source of data” (Creswell, 2009; 
Creswell & Miller, 2000, p. 127).  
The researcher aimed to meet Carspecken’s trustworthiness requirements for 
critical ethnography research (Carspecken, 1996). Member checking was one of the 
important ways to check participants’ information (Carspecken, 1996), by repeating 
what the researcher heard or asking them to clarify what they said while the 
researcher interviewed them. It required the teacher participants and the researcher to 
spend about two hours to check the recorded interviews. Carspecken (1996) points 
out that trustworthiness reconstructions make “the analysis of setting shifts and 
negotiations more precise” (p. 120). 
4.8 ETHICS, AND SELF-REFLEXIVITY OF THE RESEARCHER 
The ethical considerations in this research included concerns about 
participants’ rights and sensitivity of information about personal and professional 
values, attitudes, and experiences. As such, before entering the research site, official 
permission was obtained by contacting the relevant personnel, such as the director of 
the school, the teachers, and the parents of the students. The research objectives and 
procedures were articulated in permission forms submitted to the relevant personnel 
so that they were clearly understood. The researcher collected written permission to 
proceed. The researcher also followed all ethical guidelines of Queensland 
University of Technology [Approval number 1400000492]. (see also Appendix E) 
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While an ethnographic approach enables a researcher to gain primary data 
through classroom observation and semi-structured interviews with teacher 
participants, it was imperative to keep in mind that the presence of a researcher 
should not influence or interrupt classroom observations. The researcher’s role as the 
primary data collection instrument obliges the identification of personal values, since 
an ethnographic approach allows researchers to observe interviewees in their natural 
setting (Creswell, 2003). This issue was reduced in impact by introducing the 
researcher as an observer who did not have the role of undertaking assessment and 
evaluation in the site. In addition, before collecting data, the researcher explained 
that learning progress would not be interrupted, hindered or harmed. Further, the 
parent-student consent form clearly states that this research did not affect the 
evaluation and assessment of students’ English. 
The selection of teacher participants was on the basis of criteria provided in 
section 4.3.1. Two teacher participants were selected to participate in this study. 
They were informed of the purposes and procedures of the research. The research did 
not affect their normal classes nor disturb their teaching processes. Moreover, they 
were informed of their freedom to withdraw or discontinue from the research at any 
time. Most importantly, the teacher participants’ names, position, and institution 
were kept confidential through the use of pseudonyms.  
The researcher also reassured the parents that when writing up the research and 
analysing written work samples, the researcher would use pseudonyms and keep all 
information confidential. Students’ samples were published, but the students’ 
identities were protected. Moreover, the video recording during classroom 
observations was transcribed in such a way that names were changed and the 
information about allocation of codes was stored separately from the coded data. 
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Furthermore, the researcher explained that the data would be made available to be 
accessed only to the researcher and her supervisors. 
Additionally, the classes were observed for seven weeks successively during 
English lessons. Although students were not directly involved in the interviews, the 
researcher obtained consent from parents for their child to be present while the 
researcher observed the classroom teaching and learning environment. In order to 
guarantee that students’ names remained confidential, all students were assigned 
pseudonyms and real names were kept separate from field notes. 
The perspectives of the researcher are important to critical research, which 
implies that the researcher must be ready to accept any new aspects or new ideas. 
Carspecken (1996) recommended Gidden’s (1984) notion of reflexivity as necessary 
to the research process, which means the continuous monitoring of a person’s actions 
and thoughts.  Self-reflection assists in the maintenance of the researcher’s critical 
views, principles, concepts, strengths, and weaknesses throughout the procedure of 
the study. Therefore, the self-reflexivity of the researcher impacts the presence of the 
researcher in the classroom, the research site, and the research procedures. 
4.9 LIMITATIONS OF THE METHODOLOGY 
The limitations of this research are related to the use of ethnographic research 
and the data collection schedule. First, due to the small scale classroom settings and 
participants, the findings of this research cannot be generalised to writing pedagogies 
used across all Thai EFL contexts.  
The teacher participants and students in this research are from one primary 
school in a rural area in Chiang Mai, Thailand, which may not represent the diversity 
of EFL contexts in Thailand. This limitation is characteristic of ethnographic 
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research that seeks to obtain rich participant descriptions from a local site, rather than 
comparative data from a large number of sites and participants. Rather, a strength of 
ethnography is to gain a holistic understanding of the participants (Pane, 2009), and 
also of their environment through direct observations and interviews to clarify 
observations with the participants (Carspecken, 1996).  
Second, the methodology of this research includes semi-structured interviews 
with only two teacher participants and classroom observations that were limited to 
seven weeks of field work during the school term, while overseas on an Australian 
scholarship. Consequently, even though the group of teachers and the rural site in 
Chiang Mai is typical of many other Thai EFL contexts, particularly mainstream 
classrooms with a proportion of minority students, the short duration of data 
collection must be understood as one snapshot in time within the yearly 
implementation of the curriculum. However, the repeated patterns in the data are 
sufficient to theorise teachers’ implementation of pedagogies and the immediate and 
observed power relations that influence the EFL curriculum.  
4.10 SUMMARY 
In this chapter, the rationale for choosing the critical ethnographic method as a 
methodology was presented: it assists researchers to uncover social actions in real 
world settings, as opposed to a laboratory or experimental group, and to interpret 
these through the use of theories. A critical ethnographic approach enables a 
researcher to explicate ideology and power relations through the reconstruction of 
meaning, and through a conceptualisation of broader social relations (Carspecken, 
1996).  
Foucault’s view (as cited in Luke, 2000) is that discourse is not the sovereign 
production of human subjects, but in fact, takes on a life of its own, constructing 
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peoples’ identities, realities, and social relations; that is, that we are produced by 
discourse as much as we are producers of discourse. Practically, this translates into a 
classroom focus on identifying the dominant cultural discourses – themes, ideologies 
– in texts and discussing how these discourses attempt to position and construct 
readers, their understandings and representations of the world, their social relations, 
and their identities (p. 6).  
The use of critical ethnography was also justified in relation to the research 
question, which recognises the ideological nature of social practices in language 
classrooms and in society. Carspecken (1996) states that the purpose of critical social 
research “attempts to construct a tight methodological theory by making use of 
various insights from critical social theory” (p. 3). Critical ethnography was also a 
powerful method to study uses of language in classrooms interactions, exploring 
which kinds of power were exercised. Therefore, data collected from classrooms 
observation, field note journals, and semi-structured interviews yielded an 
understanding of how teacher-student interactions and student-student interactions 
exhibited power relations. Moreover, interactive power was claimed in observing 
classroom interactions (Carspecken, 1996). 
In addition, this chapter discussed the five-stage research design, and detailed 
data collection and analytic procedures. Carspecken (1996) articulates and describes 
each stage of a five-stage model for doing critical qualitative research. The stages of 
the critical ethnographic methodology enabled the researcher to undertake field work 
and data collection together with data analysis within a school. Also, a critical 
ethnographic method based on Carspecken (1996) demonstrated coding methods 
using low-level and high-level codes of the interactions and actions in the primary 
record, regarding power relations and pedagogies implemented in the classrooms.  
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Finally, trustworthiness, ethics, and a self-reflexive account of the researcher 
were addressed with an acknowledgment of the research limitations. Critical 
epistemology examines actions by differentiating between people's ontologies 
(Cervetti et al., 2001); “theories about existence making it possible to formulate 
diverse truth claims” (Carspecken, 1996, p.20). A truth claim (Carspecken, 1996) is 
an explicit or implicit assertion that can be “judged to be true or false, right or wrong, 
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Chapter 5: Research Findings 
5.0 INTRODUCTION 
This study brings together the two notions, which are power relations and 
writing pedagogies in an analysis of Thai EFL classrooms. Importantly, in Thailand, 
the direction of EFL writing pedagogies is tied up with educational policies, which 
are formulated and forced by factors like global influence, Asia-Pacific regional 
education policy (Nunan, 2003), and Thai economics (Mackey, 2003). The Ministry 
of Education (MOE, 2002) has undertaken several steps to promote the teaching and 
learning of English for communicative purposes. These include formulation of a 
2005-2015 long-term strategic plan to increase the ability of Thais to use English to 
communicate, as well as a plan to review the entire system of English teaching and 
learning (Khanarat & Nomura, 2008).Thus, this research is vital because writing is 
central to the acquisition of a second language and requires the use of symbols and 
meaning systems as a tool for communication and transferring knowledge, ideas, 
feelings, and emotions (Scribner & Cole, 1991).  
Moreover, writing is a significant tool in cultural transmission (Myles, 2002), 
used to empower or disempower individuals. Applying Foucault’s notion of power 
provides an understanding of the power relations that operate in Thai contexts of 
English teaching pedagogies. For example, students may receive different rewards 
for their ability to produce the desired texts, discourses and performances in the 
writing classroom (Mills, 2011). As discussed in Chapter 3, the pedagogical choices 
of the teacher play a very important role in helping children write in English and a 
teacher’s responses to children’s writing are situated in power relations established in 
the classroom (Chong, 2002). 
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As outlined in Chapter 4, two primary school teacher participants who 
possessed Thai teaching qualifications, were located accessibly for the researcher, 
and who were willing to engage in the research, were chosen as participants in this 
research. Findings pertaining to the observed social interactions in the classroom of 
the first participant, Sopin (Grade 5, 6), and the second, Lina (Grade 4), are presented 
in this chapter.  
The results from the data analysis and discussion of the findings address the 
research question, “How is power implicated in EFL writing pedagogies in Thai 
primary classrooms?” The analysis is presented in relation to pedagogies and power 
relations in order to answer the research question. It begins by providing details of 
the data analysis and findings, obtained through classroom observation, field notes, 
interviews, video recordings of classroom activities, and student writing samples. 
The reporting of this data is also contextualised in relation to school-based and 
national curriculum documents. Finally, this chapter presents the findings from two 
teacher participants, analysed in relation to Carspecken’s (1996) techniques for 
analysing power in ethnographic research, and drawing on Foucault’s (1977; 1982; 
1991; 1995) theorisations of disciplinary power, pastoral power, bio-power and 
governmentality. In addition, charm and coercive power will be analysed following 
Carspecken’s typology of interactive power (1996). Previously in Chapter 3, 
subsection 3.5, it was outlined that the connections between Carspecken’s theory of 
power and Foucault’s theory of power would assist in the analysis of teacher-student 
interactions in terms of overlapping similarities of power exercised, such as coercive 
power and resistance of power. 
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Significantly, in order to analyse the various sources of data and discuss the 
research findings, the researcher used several concepts central to Foucault’s work 
(Foucault, Essential Works of Foucault, 1954-1984) that provide a powerful set of 
tools for the analysis of current teaching practice in this study, because as Foucault 
states (1977) power constitutes discourse, knowledge, society and subject. Thus, 
Foucault’s analysis of power relations was applied to explore “the functioning of 
power in the pedagogical activities of teachers and students’ interactions” (Gore, 
1995, p. 98). Moreover, in the Thai context, ESL and EFL pedagogies are examined 
to explain the findings that relate specifically to power when considering these 
practices. Examples of pedagogies for English include vocabulary scaffolding and 
writing activities, and grammar and sentence structure exercises. The next section 
presents the data analysis and findings according to the themes of power and 
pedagogy that were investigated in this research. 
5.1 POWER RELATIONS BASED ON FOUCAULT’S NOTIONS OF 
POWER AND PEDAGOGY 
Briefly, Foucault (cited in Howley & Hartnett, 1992) suggests two paradigms 
for defining the terms of “power relations within major institutions. The first is the 
paradigm of disciplines, and the second is the paradigm of pastorate” (p. 271). Both 
characterise “power relations in institutions of higher education, though the paradigm 
of the pastorate” (Howley & Hartnett, 1992, p. 271), which is the most applicable to 
analyse power relations in this research on EFL writing classrooms in Thailand, 
because teacher-centred and learner-centred approaches are used. Applying these 
principles in this research demonstrate that many forms of power can be observed at 
work at the primary school level. The researcher describes the analysis of data sets, 
based on understandings of Foucault’s notions of disciplinary power, and its 
intersection with the pedagogical decisions of the teacher. It is important to 
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investigate the relations between pedagogies and power, and how power is exercised 
through different forms of teaching instruction. Concepts of power, such as bio-
power (Foucault, 2000), pastoral power (Foucault, 1982), normalisation (Foucault, 
1977), and surveillance (Foucault, 1977; 1982), which are inherent in many 
institutional contexts, are also used for recognising the relationships that exist 
between teachers and students in education.  
In examining Sopin’s English language classes, the researcher observed that 
she followed an approach used in Thai classrooms called the 3Ps: Presentation, 
Practice, and Production (Nunan, 1992; Richards, 2002). However, Sopin enacted 
several strategies to help promote writing processes with her students by focusing on 
the English curriculum content areas of spelling, vocabulary, and grammatical 
structures. Sopin also encouraged students to communicate in English whilst talking 
to the teacher and their classmates, and ensured that they achieved their writing tasks 
by circulating among the students to assist them. However, according to the 
curriculum, most importantly, the skills focus that teachers must emphasise are 
listening, speaking, reading and writing skills. Consequently, Sopin wished to 
improve teaching strategies for communicative skills. From the classroom 
observations, it can be said that teaching writing was just a small part of the four 
communicative skills taught.  
Richards and Rodgers (2001) note that the communicative approach is based 
on the foundation of the learner-centred teaching approach. A learner-centred 
approach as stated in the 2008 National Curriculum requires that Thai teachers of 
English implement this approach. In a learner-centred approach, writing is 
considered as a means to communicate, rather than the didactic practising of 
grammatical knowledge. Raimes (1983 as cited in Dhanarattigannon, 2008) stated 
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that this approach emphasises the meaningful purpose of writing and the audience. 
Further, Dhanarattigannon (2008) asserts that teachers in communicative classrooms 
do not focus on error correction. Rather, they give useful feedback to help the 
students rewrite. Teachers’ roles in a learner-centred approach are sometimes 
characterised as catering to individual students’ needs, interests and abilities, rather 
than dictating all dimensions of the curriculum (Nunan, 2006; Richards, 2005; 
Savignon, 2005; Spada, 2007). 
The Basic Education Core Curriculum 2008 states that teachers should 
implement a learner-centred approach. However, observations of Lina’s classes 
demonstrated that in her teaching process, she supported, supervised, and gave her 
students advice. She applied both the teacher-centred and the learner-centred 
approaches in a way that benefitted students’ learning. An example of learner-
centred teaching is that Lina instructed the students to write from short stories that 
they read gradually. They were motivated to practise writing independently based on 
topics of interest to them, but this strategy consumed much time. Lina stated, “We 
had only 2 hours per week for the writing in English”. At the same time, Lina always 
explained grammar and sentence structure didactically at the beginning of the 
lessons, and had the students drill grammar exercises, which constitutes a teacher-
centred approach. Learner-centred approaches, such as games and songs, 
emphasising teamwork, motivate the students to learn English in a lively atmosphere 
so they can work together quickly. Lina used teaching materials, such as work sheets, 
work books, notebooks and word cards to help her students understand and use the 
words in the structure correctly. To teach English vocabulary, based on a learner-
centred approach, teachers could introduce several activities such as matching word-
picture games, a bingo game, and puzzles. Lina usually reviewed and gave the 
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students many examples of word usage, so most could improve their writing. Thus, 
student and teacher-centred approaches were used in concert. 
Space, power and pedagogy 
Foucault’s (1980) ideas of space, applied as the social space of classrooms and 
schools, are used to discuss the findings here. To analyse relationships of power, it is 
important to take into account of how space contributes to power and how it becomes 
relevant to teacher and student interactions in the EFL context, in terms of the 
relations between pedagogical practices, space and power concepts. As Foucault 
(1995, p. 147) states “…the educational space functions like a learning machine, but 
also as a machine for supervising, hierarchising, rewarding”. Thus, space becomes 
interactive and relevant to subjects impacted by power since space enables teachers 
and students to use some sorts of power over others. Piro (2008) noted that Foucault 
viewed architecture as an operation of power control and domination. Thus, schools 
are the space where power circulates and is maintained. Drawing on Foucault, the 
teaching and learning space for these two teachers became the means to discipline 
students. 
In other words, education and schooling systems worldwide operate in ways 
which are structurally similar, and operate using hierarchical forms of power to 
reward social actors across all levels of the system. This involves surveillance of the 
social activities and outcomes of schools. Here in Thai EFL classrooms, the 
pedagogical practices of teachers and teacher-student interactions are analysed in 
terms of power relations. The power in action inheres in the relations between the 
individual and the society, especially its institutions, which can be observed (Balan, 
2010). Thus it can be said that exercise of power, which is exhibited in classrooms, 
can be observed in the social interactions between teachers and students. 
  
Chapter 5: Research Findings 179 
As mentioned earlier in Chapter 3, subsection 3.2 ‘Panopticon: Space and 
Power’, space here is defined as a classroom where teaching and learning activities 
are carried out. Therefore, a number of students, school buildings, or areas outside 
the classroom are excluded from this discussion. The social space of Thai schooling 
and particular pedagogies in the EFL classroom constructs writing, teachers, and 
students in certain ways that demonstrate power at work in the regulation of the 
social space. 
According to the observations, the influence of buildings and particularly 
classrooms or teaching spaces on student learning, reflected and supported a teacher-
centred approach to interaction and social forms of learning, as opposed to a learner-
centred approach to learning and teaching English language. As detailed in Chapter 3 
subsection ‘Panopticon: Space and Power’, Sopin and Lina observed all students in 
their classes clearly because the students were seated in rows of desks facing the 
blackboard. Rows of desks allowed space between teachers and the students. 
Amongst the students, there was surveillance, principally due to the seating 
arrangement through desks that were joined together. The students could observe 
each other while studying, and on the other hand, self-surveillance was established 
when individual students monitored themselves (Gallagher, 2011). 
Analysing space, power and pedagogy draws a relationship between the 
motivation of students to learn English language, and their learning behaviours. 
Lina’s and Sopin’s classrooms were equipped with ceiling fans, chairs, desks, 
teacher’s desk, and lights. Their classes were arranged depending on the activities. 
For example, rows of students’ desks faced the blackboard; the students were seated 
in their place listening to the teacher and reading the textbooks. This suggests clearly 
that the teacher-directed approach determined how space was constructed and used. 
 180 Chapter 5: Research Findings 
The classroom space dictated a kind of disciplinary power and enabled the teacher to 
circulate in the classroom, visiting each student to observe their learning behaviour, 
while they were writing, and doing written exercises. For Foucault (1977), the 
relationality of space allows the objects, the students that are present within the 
space, and the interrelations between them, to dictate how discipline or pedagogy 
operates. In the classrooms of Sopin and Lina, space became relational because it 
enabled both teaching approaches, such as a teacher-centred approach to be carried 
out, and the exercise of disciplinary power, to be exhibited.  
During group activities, the students were seated with their desks joined 
together, for example, when they were writing short stories, using given words and 
presenting to the class. This illustrates that space was reduced between individual 
students. The use of space in different ways within the classroom illustrates how 
power operates between the teacher and the class and amongst the students. The 
arrangement of desks and space enabled disciplinary power at times and to pastoral 
power at other times. In the Thai EFL context, the teachers not only looked after all 
students – ‘concerning the population’, but also looked after each student –
‘concerning the individuals’ within space (Foucault, 1982, pp. 333-335). As Foucault 
notes, pastoral power is an individualisation of power where governance operates 
through the intimate understanding of the subject. Through seating arrangements, the 
teachers were able to order space to affect a physical control by using surveillance, 
and an overall visibility of students ensured that each individual student was 
accounted for within the operations of power. 
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Figure 5.1. Lina’s class. 
In Lina’s class as seen in Figure 5.1, the table was at the side of the classroom 
with a PC set on the left of her desk. The students’ seating was joined together facing 
the blackboard. Lina always stood in front of the class and sometimes walked around 
while teaching. This space between each row of students’ desks enabled her to 
observe and record her students’ learning behaviour. During classroom observations, 
the researcher sat at the back of the class close to the back door and sometimes 
walked around to visit each group. The spatial set up indicated disciplinary power, 
for example, hierarchical observation when the teacher scanned the room, and 
normalising judgement through recording each student’s performance.  
Moreover, reward power (see section 5.1.1.4 ‘Reward power and pedagogy’) 
was exhibited during teaching and learning procedures. Since Lina taught Grade 4 
students, who are the first level of upper primary schooling, she generally started her 
lessons with games, songs, and quizzes. The seating arrangement could be changed 
depending on classroom activities. Sometimes Lina assigned group work tasks, so 
she asked the students to be seated in a group of five to six students. Even though the 
students sat in groups, they could perform or volunteer in activities at their seats and 
in front of the classroom. Lina could walk closer to the students to compliment them 
when they gave correct answers. Based on the classroom observations, when Lina 
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taught, she was active, energetic, and gentle. She talked with her students in a 
friendly and warm manner. The students were curious and excited to do several 
activities. They were cooperative to engage in the assigned writing tasks. The 
exercise of reward power here is related to the space of individuals in relation to one 
another, because Lina reduced the space between her and the students, which also 
reduced the pressure acts (Foucault, 1977). Thus, the students were comfortable, 
relaxed, and confident to participate in EFL classroom activities. 
Carspecken (1996) suggests that social interaction is mediated by power 
relations. This could be applied in the Thai EFL classroom where teacher’s practices 
of language teaching occurred.  At the back of the classroom was a space for students 
to sit while they were doing writing activities, which required a large area for doing 
group work. However, some groups of students preferred to carry out group work at 
their desks. As a result, space enabled self-surveillance because students were facing 
one another while doing the same writing tasks. This demonstrated the importance of 
the space that supports the exercise of power relations between students and students.  
In terms of coercive power, the area at the back of the classroom was a space 
for students who misbehaved, by distracting their peers while studying, or chatting to 
one another while the teacher was teaching. This area was also for students who 
needed to concentrate more on their learning. These students were excluded to the 
area at the back of the classroom. Coercive power was clearly seen through the 
interactions between the teacher and the students when Lina told two quarrelling 
boys to stop, otherwise they would be sent out of the classroom (see 5.1.1.5 
‘Coercive power and pedagogy’). Being sent outside of the classroom space 
excluded the learners from the privilege of the interactions inside the material walls 
of the classroom. 
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On the other hand, space could be viewed through the spatial distance of the 
teacher’s position in relation to the students’ seating in the classroom interactions. In 
other words, space could represent where the interactions take place, such as in the 
classroom where teachers were involved in EFL pedagogies, and students were 
involved in speaking, English conversation, activities with peer-to-peer interactions, 
writing groups, and so on. Examples can be seen from Sopin’s writing class below. 
 
Figure 5.2. Sopin’s class. 
Figure 5.2 shows how Sopin’s EFL classroom was arranged. A teacher’s table 
was at the front of the classroom. Sopin liked to stand in front of the class while 
teaching. It can be seen from Figure 5.2 that Sopin reduced space from far to near. 
Sopin chose three students to engage in vocabulary practice in front of the classroom. 
They were required to form a simple sentence using given words. Sopin came closer 
to one of the boys and put her hands on his shoulder and said, “That’s correct. Good 
job”. Another example is that while the students were busy writing, or doing 
assigned tasks, she occasionally moved around each group of the students to assist 
them.  In the first example, reward power is notable when Sopin gave a positive 
reinforcement to the specific student when he performed a suitable behaviour.  
On the other hand, pastoral power was exercised between Sopin and her 
students when she observed and took care of them while they were learning English 
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language. Sopin wanted the students to depend on themselves and classmates when 
they wrote; however, she found that the students needed her suggestions. In figure 
5.2, the students were seated in groups and there were spaces between each group so 
that the teacher could walk around. Disciplinary practices, such as hierarchical 
observation, were exercised through the teacher’s movement or circulation through 
the classroom space. As teachers moved around the class, watching the students 
doing their work, the teachers observed the students’ learning behaviours and then 
recorded them. In this way, the teachers knew which students performed their study, 
and which ones did not (Foucault, 1977). 
The teachers’ and the students’ subjectivities seemed to be “embedded within 
the physical structure and relationships that constitute the school institution” 
(Foucault, 1977 as cited in Maynard, 2008, p. 388). In the EFL classrooms, particular 
power relations were exercised, for instance, its regulations, rules and routines, ways 
of being and behaving. It could be assumed that within a ‘space’, the teachers were 
provided with the opportunity to make changes to their pedagogical practice, from 
teacher-centred approaches to learning English to learner-centred approaches. This 
can be seen from the examples in the field note excerpted below. 
Field note excerpt  
[50] Lina stood at the front of the classroom and observed the students 
noting down the new words on their notebooks. 
[51] Aem stood up at her desk when Lina called out her name. 
[52] Anda chose 3 adjectives to write comparative and superlative 
sentences by himself. Anda showed Sopin his piece of work in the 
portfolio. Sopin said, “Ok, Good! Anda” and patted his shoulder 
gently.  
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In observations, the researcher found that classroom management tended to 
enable English learning activities, and to favour both teacher-centred and learner-
centred approaches. Lina could observe her students while they were learning (line 
number 50). The walls of the classroom displayed many posters and word cards with 
pictures on the notice board. Students were learning English language in a 
rectangular room with 30 seats facing the front, where the teacher stood and 
maintained power over the students. Lina mentioned that she could create groups 
within the space, and could rearrange the seats in favour of activities, such as call for 
a student volunteer (line number 51). Hence, the relation between space and 
pedagogy is revealed here in terms of the power of space which influenced teaching 
approaches. Line number 52 shows a learner-centred approach in the way that Anda 
chose 3 adjectives to write comparative and superlative sentences by himself. He also 
created pictures to describe the comparison of adjectives and put his work in his 
portfolio. 
In summary, by regulating the organisation of space, discipline is a mechanism 
of power which regulates people's activity (drills, posture, and movement) and 
behaviour of individuals in the social body. In Foucault’s view of space (1977), the 
Panopticon enables the organising techniques of the exercise of disciplinary power. 
In schools, specifically in the classroom where students are monitored, they are 
aware of their learning behaviours, together with being aware of being watched by 
teachers. This is an example of the hierarchical observation technique of disciplinary 
power. Moreover, it appears that reward power and coercive power were the forms of 
power relations that offered a sense of security in the class for those students who 
were studying attentively and who counted on the teacher to discipline those who 
were disobedient or misbehaved. Hence, in the EFL classroom, exercise of 
 186 Chapter 5: Research Findings 
disciplinary power was exhibited in accordance with a type of location of bodies in 
space when teaching procedures were carried out – distribution of students and 
teachers in relation to one another. Lesson events, such as the teacher writing notes 
on the board, which the students are to copy in their books (Gore, 1995), showed 
evidence of the circulation of power relations between the teacher and students in the 
classroom. In the context of the EFL classroom, it could be assumed that space not 
only enables power to be exercised but also enables pedagogy to be practised.  
5.1.1 Exercises of disciplinary power and pedagogies 
Focusing on the conceptualisation of Foucault’s notions of power, this section 
outlines the key findings from the interview transcriptions, classroom observation 
field notes, video recording data and archival documents, such as the curriculum and 
students’ writing samples, in relation to disciplinary power. In this section, five 
categories of power describe the power relations that were active in the relationship 
between the two teacher participants and their students in the classroom throughout 
the learning-teaching activities. This relation also concerns power and knowledge. It 
is through power relations that techniques through which knowledge can be 
collected. Mechanisms for observation and control, behaviours, modes of action, 
cultural relations, and even identities are produced – they are not the result of 
power’s repressive tendencies (Mills, 2003, p. 36; O’Farrell, 2005, pp.100-101).  
Investigating the practice of pedagogies which Sopin and Lina applied in 
classrooms, the researcher took field notes and observed what had been done in their 
classrooms. Moreover, the researcher noticed how power relations were played out 
inside the classroom and evidence is provided from this analysis to gain deeper 
understanding of student-teacher interactions, actions, classroom techniques or 
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teaching strategies in Thai English writing classrooms. The next section describes 
exercises of disciplinary power. 
5.1.1.1 Hierarchical observation and pedagogy 
As detailed in Chapter 3, hierarchical observation is a “means of observation” 
(Foucault, 1977, p. 170) that encourages people to act in certain ways by virtue of the 
fact that they are being observed (Ball, 2008). In Foucault’s account, the process of 
observation and visibility is important. Foucault proposes that educational 
institutions operate a system of hierarchical observation, or surveillance, that serves 
to control the participants’ attitudes and behaviours.  
The teacher-centred approach was typical in the observed school. The teachers 
organised, supervised and observed the classes closely. These activities were chosen 
to best enable the teachers to manage the teaching processes, and importantly, to 
control the students’ learning behaviours. Hierarchical observation occurred through 
the teacher’s work (e.g. regulating, monitoring and recording) in order to produce set 
outcomes for learners in Thai EFL classes. The impact of this form of control 
influences the individual agency of every teacher’s work in school. According to the 
field note journals, every day the students carried out their tasks and the teachers 
observed their actions, which were their responsibility. The teachers were in front of 
the classrooms, getting all the students to pay attention to them. The teachers called 
each of the students by name. If any student did not appear, they asked ‘Why?’, 
‘What happened to Manit?’(names are pseudonyms.), for example. In this way, the 
teachers would find out easily if some students were sick, or why a student was 
absent from school. The students answered to their name and showed themselves 
when asked by saying, ‘Yes’, or ‘Present’, and raised their hand.  
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In the Thai context, surveillance is everywhere and at all times; it is both an 
external and an internal technology of discipline. Foucault (1991, p. 176) said that 
the power relations of surveillance in social interactions, “defined and regulated, are 
inscribed at the heart of the practice of teaching, not as an additional or adjacent part, 
but as a mechanism that is inherent to it and which increases its efficiency” (cited in 
Wright, 2000). Similarly, derived from Foucault, Gore (2006, p. 169) defines 
surveillance as “supervising, closely observing, watching, threatening to watch, and 
avoiding being watched” in order to identify the micro-level techniques of power 
enacted in her research sites.  
The researcher observed that the teachers crosschecked students’ names one-
by-one, a practice that is necessary to show accountability aligned to the Thai 
national curriculum, which requires 80 per cent attendance at school for each student 
(OBEC, 2008, p. 16). Everything that might be observed during the roll call, such as 
illnesses, personal errands, and other matters that prevented some students from 
going to school, were noted down and transmitted to the principal of the school. A 
copy of this document would later enable the principal of the school to complete the 
school report at the end of the school year. This is a form of disciplinary power 
operating at the level of the school and state (government). 
As demonstrated in sections 4.3.2 and 4.3.3, the classroom arrangement 
allowed the teachers to observe each student while they were learning, doing 
activities, and communicating in the classroom. According to Foucault (1977), “the 
school building was to be a mechanism for training” (p. 172). The classroom 
arrangement is analysed because classrooms are like ‘cells’ in a prison, and the 
students were in the classroom showing their appearance in order to be monitored 
while studying. With rows of desks facing the front, the teacher was situated much 
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like the prison security guard is positioned in the Panopticon, to observe all students, 
and also being watched herself. The arrangement created a mode of visibility through 
the gaze of the teacher and the students on each other that then leads to self-
surveillance. As Foucault argues, the ‘gaze’ of surveillance is not exercised on us by 
others, but is also a way of watching our own behaviours. Consequently, we become 
the objects of our own gaze, monitoring our bodies, actions and feelings (Cools, 
2001). “The gaze is alert everywhere” (Foucault, 1975, p. 195).  
Similarly, from interview transcripts, another important point of evidence 
addressed Foucault’s notion of hierarchical observation, as detailed further. 
According to the data, it was evident that the teachers observed their classes during 
teaching and learning processes. They were asked in the teacher interview, question 
10, “What is the writing class like? How can you control the students’ writing work 
in the class?” 
Sopin’s and Lina’s answers (see their answers in 5.1.1.2) revealed how they set 
up the activity and directed the class. In Lina’s class, she observed the students’ 
performances in group work, and then assigned some capable students to be leaders 
of the group. This helped the students to work in groups with confidence and to 
complete the tasks successfully, with power distributed among the students. In 
contrast, Sopin interacted with her students by asking and answering questions about 
their writing tasks, which helped the students as guidance, but which emphasised the 
teacher’s power and control over students. 
In the case of Lina, hierarchical observation operated through her constant 
vigilance to check the work students performed, and she normalised the students’ 
behaviour through setting standards of achievement. The normalisation was achieved 
through certain ‘bright’ students being appointed as leaders, which set a higher level 
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of achievement for all students. There were, therefore, tiers of hierarchical 
observation, with the students observing each other, the ‘bright’ students observing 
the other students, the teacher observing both the bright students and other students. 
This ensured to all involved that appropriate learning was taking place. 
In the case of Sopin, she interacted with her students when they were doing the 
assigned tasks. In observations, teaching methods could be sometimes teacher-
centred, and at other times, learner-centred. This resulted from the teaching methods 
Sopin found suitable to apply in each of her classes. Sopin explained that she planned 
her English lessons to incorporate various activities based on a learner-centred 
approach, such as using guessing games to teach vocabulary. However, teacher-
directed activities, such as explaining grammar rules by writing on the blackboard 
and having the students write and note down on their notebook, were also often seen 
in her classes. 
In examining Lina’s and Sopin’s EFL classrooms, it was noted that the 
students were not confident to write and complete the activities. Some students tried 
to write in English and achieved their tasks and felt more confident, but some did 
not. The students were not aware of vocabulary and grammar when presented with 
materials such as word cards, pictures, games and songs to help them with their 
writing, as shown in the lesson warm-up stage. It became clear that individual 
activities of writing were less successful, as students were not yet independent 
learners at this stage in their language learning. As McDonough (2004), who 
investigated learner-learner interaction during pair and small group activities in a 
Thai EFL context, reports, “pair and small group activities provide students with 
more time to speak English language than teacher-fronted activities, promote learner 
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autonomy and self-directed learning, and give teachers opportunities to work with 
individual students” (p. 208).  
It is notable that education in Thailand has a strong tradition of teacher-centred 
instruction (Mackenzie, 2002), and it is very important that students show their 
respect to teachers in the classroom (Hallinger & Pornkasem, 2000; Servatamorn 
1997). In Thai culture, students must be aware of being impolite or speaking in an 
inappropriate manner to teachers, as students are taught to respect and obey 
authorities, especially teachers. Thus, the relationship between teachers and students 
implies that students are required to obey and pay high respect to their teachers. The 
students were very careful about how they asked questions, and only a few students 
dared to ask questions or negotiate with the teachers. Instead, they talked with each 
other in pairs and in groups. This is a demonstration of disciplinary power at work in 
the Thai EFL classroom. 
Interestingly, in Sopin’s class, question-answer activity in this writing class 
occurred (see also 5.1.3). Sopin used this activity in the warm-up stage of lessons, 
the presentation stage, and the production stage. She also used this form of 
questioning as a writing task in the form of worksheets. Question-answer activities 
mentioned here refer to the students answering closed-ended questions about 
grammar, sentence structure, and word spelling that required the right answer during 
their writing tasks, rather than writing whole texts with greater freedom of writing 
structure. In terms of power relations, Sopin’s practices of this technique 
acknowledged her students’ understanding of the lessons. When Sopin asked the 
questions orally, she also observed all the students or individuals. Similarly, when 
the students asked and answered the questions with peers, the teacher could observe 
their learning performance. 
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In sum, hierarchical power was clearly exercised through surveillance in the 
Thai EFL classes; for instance, teachers could observe the students while they were 
performing activities individually, in pairs, and in groups. Within a teacher-centred 
classroom, teachers can test whether the pedagogies applied in their classes are 
successful or not. This can be done by observing students’ behaviours, their 
performance, and their tasks. Moreover, by gazing and asking the students to check 
their comprehension of concepts, and attention to the lessons, and their cooperative 
behaviour during group work, the teachers are acknowledging students’ success in 
learning English language and their own pedagogical utilisation in the EFL 
classroom. 
5.1.1.2 Normalisation and pedagogy 
In Chapter 3, it was explained that Foucault (1979) calls a set of values and 
behaviours appropriate or “normal” in a social site as “normalisation”. Normalisation 
operates through both individual self-discipline and group control (Anderson & 
Grinberg, 1998). It describes, for example, the disciplining of bodies in army 
training, which can be adapted to understanding the way that schooling trains or 
improves individual student “bodies” in order to succeed in learning. Anderson and 
Grinberg (1998) further suggest that these disciplinary practices allow teachers to 
leave the classroom assured that students will keep working on their tasks in the 
absence of the physical presence of authority.  
In the researcher’s observation, the teachers generally spoke using English, but 
switched to Thai for emphasis and to exert more influence over the students. This is 
an example of power exercised through language choice or code switching between 
two languages  Thai and English – to strengthen the normative power of the teacher 
  
Chapter 5: Research Findings 193 
to regulate the students’ behaviour. Field note examples below illustrate the exercise 
of normalisation.  
Field note excerpt  




TA: Today we’re going to learn adjectives and comparison.  Open your 
notebooks and write down. [Teacher writes on a blackboard.] 






[TA explains the lesson orally to students, and gives examples.] 
TA: Do you understand how to make a comparison? 
Please raise your hand if you don’t understand. [Switch to Thai asking 
the same question.] 
[Teacher looks around the classroom in case any students need more 
help.] 









TB: Mata, look at the pictures you’ve got and write a sentence on the 
blackboard.  
[TB calls out student’s name directly before asking the question.]  
[Teacher continues telling students to write sentences with picture cards 
on the blackboard.] 
[Teacher and students check and correct the sentences on the blackboard 
together.] 




TA: Complete the instructions on your worksheets. I’ll give you 15 
minutes. When you finish, submit it and get your scores. 
[SS engaged in writing task individually and then finished the writing 
task and waited for the teacher to check it.] 
 
Based on the classroom observation field notes of Sopin’s and Lina’s classes, it 
was evident that the teachers set up the instructions at all times as they began the 
lessons. For instance, line numbers 8, 9, 10, and 21 show the way to control the 
“body” – students must have self-discipline to follow the rules and regulation of the 
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class or the lesson, then they kept practising by themselves, sometimes with the 
teacher’s assistance. It was evident that norms were established in the practice of 
students through the teachers’ practice of pedagogies. The students saw, understood, 
and learned a repetitive action in the classroom every day, so they were trained to 
behave; as noted in Bliss (2006), a norm is “a regular pattern of conduct observed by 
individuals in response to a regulation”. This suggests that the students produce 
particular behaviours through a set of classroom regulations, which later become the 
characteristics of norms. According to Foucault, disciplinary power creates 
individuals who follow the expectations of a body of knowledge and norms of that 
society, in which those individuals are embedded (Piro, 2008). 
Further, according to Carspecken (1996), when a subordinate consents to the 
higher social position of a superordinate because of cultural norms, it denotes 
normative power. This means the teacher establishes a relation of power over her 
students by claiming her normative rights as a teacher. Examples include line 
numbers 12 and 13, which achieve in terms of norms that Sopin set up the pattern to 
check the students’ understanding of the lessons. Students raised up their hands if 
they wanted to ask a question (13). In line numbers 16, 17, and 18, Lina had 
normative power over her students by choosing a particular student to look at the 
picture and write a sentence on the blackboard. The selected students followed her 
teaching instructions without hesitation. The norm referred to associates power with 
status alone and does not foreground any reasons, such as “students should obey 
teachers”. As a result, they understood the lessons and performed the writing tasks 
correctly (line numbers 19 and 22). Their writing skills then were improved, which 
could be seen from analysing the students’ work samples.  
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In this respect, it can be assumed that there is the connection between 
Carspecken’s (1996) theory of normative power and Foucault’s (1977) theory of 
power in terms of the contrastive exercise of teachers’ normative power, as Lina and 
Sopin used when they stood with an authoritative manner at the front of the 
classroom, a manner associated with their social status (Carspecken, 1996). Sopin 
claimed students’ attention with ‘All right’ in line no. 15. Likewise, Lina also used 
normative claims during class by walking around continually among students to 
provide directions for reading and writing activities, explain some grammar in the 
handouts, and even checking students’ pieces of work (line numbers 11 and 14). It 
was evident that Sopin and Lina made their students consent to their normative 
claims in teacher-student interactions. The students complied with their authority, or 
in other words, they held this type of power over the classes. This is understandable 
because in accordance with Thai social and cultural norms, students are expected to 
obey their teachers. 
In contrast, seen through Foucault’s perspective, schools create a regime of 
power by defining norms (1977). It was noted that the students individually did 
activities of writing as they were told what to do (lines 9 and 10) and then became 
familiar with the classroom regulations (lines 21 and 22). Since they understood and 
practised these patterns of learning English with teacher Lina and Sopin repeatedly, 
they were regulated by norms. 
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Figure 5.3. Sopin’s class. 
 
Figure 5.3 shows that students tried to finish the writing task in groups. They 
demonstrated multiple normalised behaviours in this setting. These behaviours 
included doing a task and following the teacher’s instruction, and reminding their 
peers of the teacher’s instructions of the exercises. The students did not wait for the 
teacher to appear to their group to re-explain or guide them because they were 
regulated in their behaviours by the set of the rules. These norms could not be seen at 
the first period; rather, these normalised behaviours gradually occurred as a 
consequence of practice, as evidenced by the following teacher interview transcript. 
As noted by Bliss (2006), instances of classification and exclusion were almost 
always followed by immediate normalising behaviour on the part of peers. Students 
established and re-established norms of behaviour and these norms were highly 
dependent upon social classification. 
Likewise, the data interpreted from the interviews demonstrates the power 
relations upon the ‘bodies’ of teachers and students. Sopin’s and Lina’s answers to 
Question 10, “What is the writing class like? How can you control the students’ 
writing work in the class?”, are as follows. 
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Sopin’s answer was: 
In the classroom, they [students] were assigned to complete individual works. 
Sometimes, the students did not answer my questions and did not have any 
feedback. It was sometimes teacher-centred, not always student-centred. I 
would counsel, advise and comment on their work so that they could correct 
their work. 
Similarly, Lina replied: 
It was like a general class. For individual work, the students who were good at 
English could write English by themselves and they could help the others. For 
the group work, I assign the students who were good at English to be leader in 
order to support the others in the group. Each one has their own duty and 
finally, their decided their own level of participation. There were also games 
and songs, emphasising on teamwork, so they can work together quickly. 
From their answers, it is clearly seen how both teachers set up, direct, and 
control the class by rules or assessment. ‘Normalisation’ occurred in the relations 
between teachers and their students where students were controlled by, and 
normalised through, a set of rules and regulations given to them while they were 
doing writing tasks.  Normalisation is one of the techniques of discipline that is 
exerted throughout institutions (Foucault, (1979).  As in Gore’s study (1995), 
“invoking, requiring, setting or conforming to a standard, defining the normal” (p. 
171) were defined as techniques of normalisation, which clearly operated amongst 
teachers and students. 
Lina’s answer above demonstrates the exercise of normalisation. Firstly, Lina 
measured each student and placed them in a hierarchical system, or in other words, 
measured differences between individuals. Secondly, she required that each group of 
students must have a ‘bright’ student as a leader. Lina also set several team work 
activities for the students. With this technique of normalisation, students are exposed 
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to the standards of norms. They will perform accepted and approved behaviours such 
as continuing writing without the teacher watching them, or looking up the meaning 
of the unknown words in the dictionary before asking their teachers. 
As quoted in Carspecken (1996), “Students should obey teachers”, that is, what 
the teacher’s normative rights are. However, student-to-student normalisation was 
observed to confirm that students articulated norms of good conduct, and further, 
they also recognised which behaviours were acceptable, and which were not. In 
conclusion, Sopin and Lina, when constructing writing activities and implementing 
teaching strategies to teach students English writing, established the norms of 
conduct between teacher and students, as well as normalised patterns of behaviours. 
5.1.1.3 Examination and pedagogy 
As first theorised in Chapter 3, the concept of examination is the combination 
of normalising judgement and hierarchical observation (Foucault, 1991, p.184).  
Foucault (1991) explains that any activities that permit people to be subject to 
hierarchical observation of power and to a normalising judgement, are considered 
examinations of disciplinary power (p. 184 cited in Ball, 2008). Based on the 2008 
Basic National Education Curriculum, it is compulsory for pupils’ assessment at the 
primary level to be based on (a) attendance record (no less than 80 per cent of the 
total learning time requirement); and (b) all indicators and the criteria prescribed by 
the educational institutions (OBEC, 2008, p.18).  
While the curriculum requires students to learn English for 80 hours each 
semester, there are only two hours of lessons per week. This means the students do 
not have sufficient time to learn and consolidate English. However, Sopin’s and 
Lina’s pedagogical practice confirms that they implemented the objectives set out in 
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the curriculum. Both Sopin and Lina followed the curriculum to construct the 
English lesson plans for grades 4, 5 and 6 students.  
In the school setting, teachers observe students’ behaviours through individual 
or group activities, assignments, quizzes, or tests. By doing this, the teacher can 
accumulate information which will be later processed as a result of education 
management of the school. Examination information about students is reported to the 
Ministry of Education, which develops a National Curriculum to be implemented all 
over the country. As Foucault (1977, p. 187) states: 
The examination in the school was a constant exchanger of 
knowledge; it guaranteed the movement of knowledge from the 
teacher to the pupil, but it extracted from the pupil a knowledge 
destined and reserved for the teacher. The school became the place of 
elaboration for pedagogy. 
In other words, schools become not only the place for the production and 
dissemination of knowledge (Brookfield, 2001), but also a place for teaching 
operation. 
When asked question 18, ‘What approaches of teaching writing do you often 
apply, and why?’, Sopin’s answer was: 
Writing with the structure that I provided, the students could understand and 
use the words in the structure with other words instead. This was because of 
repeatedly practising, and giving them examples in order to practise following 
the structure continually. 
Sopin’s response implies that teachers can develop any language methods 
according to their interpretation of the English curriculum. She stated that she is 
familiar with communicative teaching approaches, since she learned this method on a 
teacher training course organised by the British Council. Nevertheless, rote-teaching, 
 200 Chapter 5: Research Findings 
textbook-based teaching and learning were still applied in her classes, since the 
students were not proficient in English. When teaching writing, Sopin often began by 
having students remember, spell, and understand the meanings of words. Students 
then studied various ways of using words in sentences through examples given by 
teachers, or in the textbook. They repeatedly practised speaking and writing 
exercises. It can be seen that Sopin emphasised the building of knowledge of writing 
skills from words to sentences, and had students ‘drill and practise’ – a pedagogy of 
control and reproduction. 
The drilling and practising of language found in observations from Sopin’s 
classes are distinctive features of both the audiolingual method and the 
communicative approach (Finocchiaro & Brumfit, 1983; Nunan, 2003; Richards, 
2005). Drilling is a central technique and comes before communicative activities in 
audiolingual methods. On the other hand, the communicative approach emphasises 
communicative language. Drilling may occur, but marginally. 
In the teacher interview transcript, Question 11, Sopin mentions that students’ 
English proficiency was assessed and evaluated through writing tasks and tests. 
Sopin wanted her students to be examined almost every class for spelling, giving 
meanings of words, and reading aloud. Moreover, students were tested for their 
handwriting, which would not be marked in the score at the end of semester. In 
contrast, formal assessment in the classroom was conducted 4 times per semester. 
Instead, she encouraged her students to keep improving their writing skills and made 
English writing classes fun, enjoyable, and interesting. Consequently, not all of the 
students’ writing work was given a score; rather, the scores of English tests were 
from multiple choice form, true or false, and writing a short paragraph. This 
observation can be interpreted in relation to the work of Foucault (1977), who 
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suggests that examination enables the teacher, while transmitting knowledge, to 
transform pupils to reproduce the field of knowledge (p. 186). Examination enables 
teachers to observe, analyse, classify, assess, report and utilise both knowledge of 
individual student, and maintain their operations of teaching in the EFL classroom. 
Further insight into examination can be theorised in relation to Sopin’s responses to 
Question 11: 
 “How do you know that the class makes a progress in English writing skills? 
Do you exam them every class? If so, please give examples.” 
Sopin’s answer was:   
It could be identified from their works and their writing performance. I could 
learn that whether they were developing in their English writing skills or not. 
The students were not tested in every class. I would give them marks with their 
writing works, such as writing a mind map and spelling vocabularies correctly. 
The tests were multiple choices, true or false, and writing to describe pictures. 
Students were required to work individually in some activities, though they 
were seated in groups of five to six. The students were introduced to writing 
composition by using the textbook, Say Hello 5.  This textbook is divided into eight 
units, and this unit was about seasons. Sopin had her students look at the photo 
accompanying the text describing each season. Then she asked them questions about 
the photos in English (sometimes in Thai; see 5.1.1.2). This aimed to assess students’ 
understanding. Next, students were asked to choose one season they liked, and then 
write at least five sentences about it. As a final step, the students handed in their 
writing work to the teacher. Sopin then gave scores to them and told them to keep 
improving their writing skills. This can be elaborated In terms of power, examination 
was exercised in the way that Sopin supervised her students when they wrote, 
justified their writing ability and ranked them by score. In an examination, the 
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individual student is looked at, written about and analysed by the teachers. Moreover, 
reward power, another aspect of disciplinary power, needs to be considered here. By 
marking scores of the students’ writing work and verbally motivating them to write, 
Sopin had reward power over her students. The students were more encouraged to do 
the writing tasks “by the desire to be rewarded” (Foucault, 1977, p. 180). 
In addition, the teaching and learning process involves many methods and 
approaches. Story writing could be one of several writing strategies to motivate 
students to write. Using this technique helps learners to share ideas and respect one 
another’s differences while engaging in writing tasks (Nunan, 1995). For this level of 
Grade 5, Sopin introduced the students to basic story writing using pictures to create 
the story. Initially, students were taught to write a picture story by rearranging pre-
constructed sentences to create a story. Therefore, students had a model of writing in 
the form of a picture story to serve as the basis of their own writing. An example of 
this strategy presented students participating in a group discussing family photos.  
The students wrote a passage to describe a family photo using 5-7 sentences. This 
technique encouraged students to speak in English in a small group, and then the 
groups were asked to have a volunteer to speak to the whole class. Journal writing or 
paragraph writing is a learner-centred strategy which is another technique used in the 
Whole Language Approach (Richards & Rodgers, 2001).  
According to the field notes of classroom observations, Sopin made this 
activity seem like a test to students because she would give a score range of 1-10 for 
each group presentation, and 1-10 for pieces of writing tasks.  Student volunteers 
presented their piece of writing verbally to the entire class. Students found this 
activity interesting and somewhat challenging, so they tried to write and express their 
knowledge about vocabulary, word choices and grammar. It should be noted here 
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that during an informal talk, Sopin revealed to me that she did not give them a real 
‘score’, instead, she just needed to persuade her students to work as a team and share 
their English knowledge (see 5.1.1.2). This way, the students learnt to regulate 
themselves to complete the activity by using the writing skills in which they have 
been previously trained.   
Another piece of evidence of the relations between pedagogies implemented by 
Sopin and examination – an exercise of disciplinary power on teaching practice – can 
be seen from the conversation in video excerpt 4. It reveals that when students were 
asked to write and speak, they were brainstorming in the group and assigned each 
member a task in order to finish the activity on time. This demonstrated that Sopin 
managed group work and limited time to her students for writing activities. She 
urged them to regulate themselves to complete the assigned writing tasks. It was 
Sopin who controlled the activities by instructing them how to do the writing 
exercises, and she observed students while they were performing those writing tasks. 
Similarly, based on conceptualisations of Foucault’s (1977) theory, observation is a 
method of controlling students, forcing them to study in order that students obtain 
knowledge and then achieve the goals of learning and teaching English based on the 
national curriculum. 
Video Excerpt 4 
S6.1: Who’s presenting in front of the class? [Smiling] 
S6.2: We need to hurry up. 
S6.3: Not me. I’m writing sentences. [Keeps writing] 
S6.1: I’m drawing. So it must be you S6.2. You’re good at speaking. 
S6.2: [Sigh] OK. Let me practise for a few minutes. 
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In sum, an account of disciplinary power, specifically, a type of power as 
‘examination’, has been theorised in relation to the practice of teaching pedagogies 
throughout Sopin’s classes. Similarly, examining power at the micro level of 
classroom discourse, Gore (1998) notes that any analysis must examine the shifting 
movements of power between the teacher and the students (cited in Buzzelli, 2001). 
Since this research aims to examine the relations between power and writing 
pedagogies, it is necessary to focus on the classroom interactions between the 
teachers and the students. In this respect, the shifting movements of power from the 
teacher to the students, such as pastoral power, are identified and analysed based on 
Foucault’s notions of power so as to interpret the power relations. Foucault (1982) 
argues that exercise of power is “a way in which certain actions modify others” (p. 
208), and is not the relationship between individuals, peers, or groups. This implies 
that relations of power circulate in the interactions and communication, such as 
gestures and language, amongst people. Therefore, analysing power relations must be 
done by examining teachers’ practices of pedagogies and classroom interactions. 
Similarly, power operates at the most micro levels of social relations (O’ Farrell, 
2007).  
Thus, Sopin and her students carried out teaching and learning activities, which 
were considered as evidence of relations of pedagogies and power as ‘examination’. 
For instance, teaching vocabulary, spelling, grammar, or sentence structure with 
students repeatedly, encourages students’ usage of English in writing – especially the 
context of this research. Sopin observed her students’ performance of writing while 
they were doing individual or group tasks, making some notes on her lesson plans. 
She also assessed students’ knowledge by giving quizzes, and by multiple choice 
tests. Thus, in Hoskin’s interpretation of Foucault (1979), through examination the 
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teacher transforms in his students their knowledge of “a whole field of knowledge” 
(Foucault, 1977, p. 186), and it is open to the teacher to define that field in differing 
ways (p. 146).  
In the Thai educational system, the teacher records student behaviours by 
observing and transcribing the results of the exams in her documents; this provides 
detailed information about the individuals examined and allows power systems to 
control them. Ultimately, this information is used to inform the principal of the 
school about students’ absence from school, students’ English proficiency, and 
regulated teaching methods. This demonstration of power as examination is central 
to the education management of the school, which reports to the Ministry of 
Education. The results give feedback about the quality and implementation of the 
National Curriculum, and also the academic quality of school and teaching capacity 
of teachers to the Ministry of Education.  
5.1.1.4 Reward power and pedagogy 
Examining examples from the teacher participants’ classes, the researcher 
found that teacher participants had the ability to reward their students in many forms; 
for instance, “Well done, Ann”, “Good job”, and “You’ve got one point, Joe”. These 
were usually employed to reward students’ behaviour and their achievement in 
classroom tasks. This form of teachers’ practice could be termed reward power, the 
exercise of regulation in Foucault’s account. Carspecken (1996) states that charm is 
used to describe how a “subordinate acts out of loyalty to the superordinate because 
of the latter’s personality” (p. 130). Carspecken (1996) points out in his example that 
the teacher obtains students’ obedience through charm, such as ‘They were so 
original!’ and “...in a friendly and warm manner” (pp.129-131). Charm is considered 
a type of reward. 
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Field note excerpt  
[23] S6.3: Teacher Sopin, Does healthy food mean good food? 
[24] TA: Yes, you’re right. Good! 
[25] TA: What is the weather like in summer? 
[26] S5.1: It is sunny. 
[27] TA: Very good! 
[28] S4.1: Um, teacher Lina. Is this correct? ‘She go swimming last 
weekend.’ 
[29] TB: No, we don’t use present tense of verb with the past activity. 
Think about it, please. 
[30] S4.1: She went swimming last weekend. 
[31] TB: Yes. She went swimming last weekend. Well done! 
According to the data analysis detailed in Chapter 4, various forms coded as 
‘rewards’, including scores, recognition, prizes (e.g. bars of chocolate, candies, 
pencils), and praise, were given to students by the teachers. In order to see whether 
reward power was exercised in the teachers’ practice with students in the EFL 
classroom, the conversations that yielded the examples illustrated above were 
conducted in classes of Grade 4-6 students. It was seen that student S6.3 was more 
active and eager to participate in English language learning activities (line number 
23), and was happy to receive her teacher’s compliments (line number 24). The 
students were more interested in the lessons and willingly answered the questions 
(line numbers 26 and 27).  
These relations between reward power (Carspecken, 1996; Foucault, 1977) and 
pedagogical strategies had an influence on EFL students’ motivation and confidence 
in learning and using English language (line numbers 28, 29, 30, and 31). Student 
S4.1 recognised her mistake – using the wrong tense of the verb ‘go’, and then she 
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corrected herself after Lina’s explanation. This student (S4.1) was more confident to 
use the correct verb. The notion of rewarding students’ behaviour in the classroom 
concerned with language learning can result in good learning behaviour – that is, 
students can be redirected. 
In terms of verbal approval, encouragement and praise can very often result in 
positive reinforcement and provide behaviour modification in the EFL classroom. 
Those verbal rewards consist of, “You’ve done a great job”, “Very good!”, and 
“Everybody, give him a big hand”, for example. Students are rewarded through 
recognition, given a pleasant job assignment, or praised for their willingness to 
participate in classroom activities. Thus, reward power is exercised through the 
practice of the teachers, which is also associated with Foucault’s account of 
disciplinary power. As Foucault (1977) points out, “the teacher must avoid, as far as 
possible, the use of punishment; on the contrary, he (the teacher) must endeavour to 
make rewards more frequent than penalties” (p. 180). The observed teacher used 
discipline and rewards to encourage students to behave in the desired ways. 
According to the observation field notes, the researcher noticed that both 
teacher participants showed their acceptance and approval of students’ answers and 
actions by nodding their heads. Carspecken (1996, p. 126) argues that power will be 
revealed when body posture suppresses or represses action or indicates an imposed 
subjective state of some kind, such as lowering the head, and making the body small 
and stooped. By using gestures to designate acceptance and respect, the students 
realise that the teacher approves their behaviours. Also, if the teacher or their 
classmates approve their behaviours, students will be more prepared to perform 
appropriate behaviours and actions for their class. In contrast, students are also aware 
that they will be less likely or carry out actions if the class does not approve their 
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behaviours. Apart from this analysis, charm could be defined as part of a teacher’s 
personality, which affects the students’ motivation to learn English. The researcher 
observed that the 4th graders respected and paid attention to Lina because she always 
smiled at them and made the class atmosphere active and fun. Charm is another sort 
of interactive power by which the teachers, being gentle and friendly, can obtain 
students’ obedience (Carspecken, 1996).  
In the EFL class, it is important to use reward power to maintain the social 
relationship between students’ motivation in learning English language and the 
teachers’ practice. This implicit relationship is important to ensure that students feel 
valued and competent. In its most healthy form, reward power is a positive 
reinforcement to gain the students’ willingness to learn English language, and also 
enables the teachers to recognise students’ efforts to learn English.  
5.1.1.5 Coercive power and pedagogy 
The data analysis from observation field notes indicates that each teacher 
engaged with their students by using coercive power. The exercise of this power 
assisted the teachers to control the classes by rules, including sanctions and acts of 
punishment. The following notable examples from both teachers’ classes were 
analysed and discussed based on Foucault’s account of disciplinary power (1977) 
and Carspecken’s typology of interactive power relations (1996). Additionally, these 
examples reveal how teachers appeared to use coercive power not only for 
forbidding misbehaviour by the students, but also for increasing motivation to learn 
English. 
Briefly elaborated, discipline is exercised to coercively train the body as 
subject (Foucault, 1977, pp. 130-131). Coercive power is exercised in order to ‘trace 
the body’, in other words, the students in schooling. Coercive power, as defined by 
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Carspecken (1996), is the power of the superordinate, which “forces obedience 
through the threat of a sanction” (p. 130). For example, a threatened action by a 
teacher is a form of coercive power, such as when Lina said, “If you don’t listen to 
me, you will need to stand up for one hour”. It is clearly seen that Lina used this 
form of power to prevent interruption while she was speaking. This practice induces 
students’ fear of possible punishment or embarrassment; hence, students do not 
interrupt the teaching. In this study, the researcher investigated classroom interaction 
in order to demonstrate that this power existed in pedagogical interactions between 
the teachers and the students in a Thai EFL context, and coercive power was 
significant. 
Field note excerpt  
[32] TB: Don’t talk in a class, Tana. [Lina called his name at a low  
volume.]  
[33] TB: Stop it! [to two boys teasing each other] 
[34] TB: If you don’t pay attention to the study, go out of the classroom. 
[35] [Two boys stopped playing immediately and sat quietly.] 
[36] TA: SS, Quiet, please. [Students were still chatting.] Ngiab! (Quiet) 
[37] [Sopin said, ‘Quiet’ with a normal speaking voice, but ‘Ngiab’ with a 
loud volume.] 
[38] TA: Ake and Pat, if you keep talking in my class while I’m teaching, I 
must punish you. [kind of punishment not elaborated] 
[39] TB: Tanu, listen to me, PLEASE.  
A number of interactions can be seen from this excerpt, demonstrating that the 
teachers used pedagogical strategies such as code-switching to manage the classroom 
learning atmosphere, together with maintaining discipline (line numbers 36 and 37). 
As Kang (2008) suggested, from a study of primary teachers in Korea, code-
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switching is used to maintain teaching in English language classrooms in order to 
give instruction, to ensure classroom management, and as a form of discipline which 
occurred frequently. Similar to a study by Treethawewongkul (2011), teachers use 
L1 (Thai) in an EFL classroom to enhance students’ understanding and motivation, 
and to maintain discipline.  
For example, Sopin switched to Thai when students ignored her English 
instructions. For example, line number 36, Sopin said, “Quiet, please.”, but students 
ignored her and were still chatting. So she then said “Ngiab!”, which means 
“Silence!”, or “Quiet!”. However, the use of Thai (L1) can be viewed as having an 
influence on the students’ behaviour, because the students paid attention to her 
instruction immediately. One can interpret that her reason was that she wanted to 
maintain discipline and to control the students’ misbehaviour immediately. Thus, 
code-switching was used as a pedagogical strategy, to exercise coercive power 
between the teacher and her students. 
Sopin asked students to complete an assigned writing task, and then to break 
out into groups and prepare presentations and answers. In fact, using a group work 
technique in the EFL classroom is effective in terms of learner-centred instruction, 
because it creates an active learning atmosphere and allows students to participate in 
activities. This cooperative learning increases students’ motivation to learn English 
language. However, while preparing, brainstorming, and working, the students 
became louder and louder; therefore, Sopin needed a different strategy to maintain 
order in the classroom. For example, line numbers 36 and 37 illustrate that coercive 
power is exercised when the teacher wants to control the students’ behaviour (Gore, 
2006; Tananuraksakul, 2011). 
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Similarly, line numbers 32, 33, 34, and 35 from Lina’s classroom reveal that 
coercive power was exercised when Lina showed that particular students’ action was 
not appropriate and would not be accepted (see line numbers 32 and 33). The teacher 
forced obedience through the threat of a sanction, as can be seen from line numbers 
34 and 38. This may be called coercive power, which occurs without the consent of 
the subordinate in the relationship (Carspecken, 1996, p. 130). As Carspecken (1996) 
explains, “The subordinate complies, not through consent to the teacher’s status and 
rights, but in order to avoid an unpleasant sanction” (p. 130).  
The students wanted to avoid being punished, so they stopped their behaviour 
(line number 34). Alternatively, at example line number 38, the students stopped 
chatting when the teacher sanctioned them by referring to a punishment. This is 
obviously the case (line number 39) when Tanu was reading a comic book, hiding it 
in the drawer of his desk. Lina noticed his action. She said the word “Please”, with 
focused and sustained eye contact on him and her head was tilted forward. Lina also 
used an authoritative voice and exaggerated the word, “P-L-E-A-S-E” when she 
spoke. This is an exercise of coercive power; according to Carspecken’s account 
(1996, p. 127), tone of voice and gestures will also provide clues to subjective states 
and holistic forms of meaning. Thus, here the use of “Please” is considered as a clue 
to the student that his manner was prohibited in the classroom. A soft voice with 
downcast eyes and few body movements will correspond to feelings of constraint 
and “emotional implosion” (Carspecken, 1996, p. 127). The teacher invokes this 
gesture to control the student’s unacceptable manner. 
The researcher observed that Lina used a low volume and a louder volume in a 
threat, which caused students to change their behaviour, since they did not want to 
get in to trouble with a record of their misbehaviour, and lose the attitude score (see 
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Table 5.1). Thus, the students tried to mind their manners, and did not interrupt the 
class. Lina patiently controlled her class and demonstrated that if any students played 
in class, which was considered the interruption of classroom interaction, they would 
be isolated outside the classroom, and would be recorded as behaving in a bad 
manner (line numbers 34, 35, and 38). The researcher observed that students became 
more attentive and listened to the instruction, and finally did not impede the 
teaching-learning process. From informal talks with the teacher, Lina and Sopin 
argued that (regardless of inappropriate use of verbal coercion, such as “Silence!” 
and “If you don’t listen to me, you will lose one point”), it is necessary to use these 
words to control students’ behaviours and to gain attention from the students. Both 
teachers said “the use of coercion is a common occurrence in the Thai classroom 
context, because most students have a negative attitude towards learning English”.  
Further, as shown in Table 5.1, it should be noted that in the Thai education 
system, class attendance or attitude recorded during a semester is 10 per cent or 10 
points equivalent out of 100 points, and evaluation of student performance in English 
is reported to their parents at the end of each semester. Thus, this 10 per cent of 
attitude reflects the students’ behaviour in the classroom.  
Table 5.1  
Evaluation of English subject Grade 4-6 
Category Percentage % 
Formative test 15 
Midterm exam 30 
Summative test 15 
Final exam 30 
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In summary, in terms of coercive power and pedagogy, it appears that this form 
of power relations may offer a sense of security in the class for those students who 
are studying attentively, and who count on the teacher to discipline those who are 
disobedient or misbehave. The exercise of coercion, such as shame, punishment, and 
guilt, is intended to produce teacher influence over the students (Foucault, 1977). 
The exercise of coercive power was demonstrated in actions, such as teachers’ 
gestures to students and verbal coercion such as, “Ake and Pat, if you keep talking in 
my class while I’m teaching, I must punish you.” Thai EFL teachers exercise power 
saying “No,” withholding privileges, and giving consequences or punishments to 
students. 
In terms of links between Carspecken’s theory of power and Foucault’s, the 
significance of teachers’ use of coercive power seems similar. For example, a teacher 
might say to a student who is bothering his peers too much, “Be quiet or I’ll tell your 
parents” (sanction). Then, that student accepts the reprimand because he does not 
want his parents to be disappointed in him, or in other words, he wants to avoid the 
sanction. However, that student might reject the coercive claim to stop annoying his 
friends by keeping chatting (see 5.1.4 Resistance). The teacher must decide to apply 
other power, such as interactively established contracts and normative power. It is 
clearly seen that coercive power plays an important role in maintaining the teaching 
climate. Moreover, coercive punishment (Foucault, 1977), which teachers use, is 
concerned with discipline because adopting punishment within a context of coercive 
sanctions is meant to maintain the learning environment, atmosphere and students’ 
accomplishment in learning English. 
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5.1.2 Pastoral power and pedagogy 
Seen through a Foucauldian lens, power relations can be revealed in the actions 
between teacher participants and their classes.  Foucault states that pastoral power is 
a “form of power of which the ultimate aim is to assure individual salvation in the 
next world” (Foucault, 1982, p. 783). In the Thai EFL classroom context, this power 
was exhibited through a set of teaching pedagogies, which aimed to develop 
students’ knowledge of English. The teachers are in charge of the students’ learning. 
In this manner, teachers observe, talk to the students, identify their needs and assist 
them, and also find out their interests. As Foucault (1978, p.127) states, “Pastoral 
power is a power of care”. 
In the following sections, the analysis of pastoral power and pedagogy begins 
with observations of Sopin’s and Lina’s classes, followed by interview data, and data 
from observing student group work.  
Classroom observations 
In the classroom observations, the researcher noted that Sopin and Lina 
introduced many activities to encourage students to participate actively, affording 
students the opportunity to exercise some power over their own learning. They used 
a variety of pleasurable activities, such as using puppets to obscure, rather than to 
emphasise, the power of teachers over students in English language learning. The 
researcher demonstrates in the analysis of classroom discourse how the exercise of 
power can produce knowledge of acceptable behaviours, and can function to 
marginalise some students (Foucault, 2000). Foucault (1982) states that power can be 
studied at the micro level of individuals and their interactions. In this context, it 
means power is exhibited in interactions between teachers and students, mediated by 
  
Chapter 5: Research Findings 215 
pedagogies. Thus, the researcher used this concept to analyse and explain Sopin’s 
and Lina’s pedagogical practices for students to write. 
Power implicated in Sopin’s classes  
In observing Sopin’s practice, the English class was constructed from the Say 
Hello 5 and Say Hello 6 materials, which are commercially packaged English 
teaching resources used in Thai primary schools. However, Sopin was not 
constrained by the lesson materials, preferring to start her lessons with songs and 
games. These games were brief, implemented before the core of lesson content was 
presented. The remainder of the lessons were planned and implemented in a way that 
was closely aligned to the structure and sequence of language skills and content 
presented in the student book and workbook materials.  
Sopin observed her classes and found that students were motivated and 
interested in English lessons whenever she started her class with games or songs. As 
such, Sopin used the games to introduce key vocabulary, to correct spelling and 
pronunciation, and to prepare the students for the writing tasks later in the lesson. In 
doing this, Sopin set up the steps of her teaching writing in relation to her 
observation. Foucault (1982) argues that a form of pastoral power consists of the set 
of techniques, rationalities and practices designed to govern or guide people's 
conducts in which “individuals can be integrated, under one condition: that this 
individuality would be shaped in a new form and submitted to a set of very specific 
patterns” (p. 783). This can be an example of pastoral power, which Sopin exhibited 
in terms of care to foster her students’ learning. For example, in the field note excerpt 
below, the teacher used a sorting game involving categorising and labelling healthy 
and unhealthy foods using new English vocabulary to label the sorted food pictures. 
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TA: Today I would like to start with [pause…waiting to see students’ 
response] A game! 
TA: Okay, we’re going to play a game about ‘healthy and ‘unhealthy 
food’. Repeat after me. ‘Healthy food’  
SS: ‘Healthy food’ 
TA: In your group, please read the instruction carefully and complete 
the activities in the worksheets. 15 minutes. Understand? Let’s start. 
SS: Yes. [SS started their tasks. They worked in their group, drawing a 
mind map, gluing pictures of foods to the mind map, and writing 
vocabulary next to the pictures. Then they took turns in their group 






[Teacher walked around the classroom to assist students and allowed 
them more time to finish the tasks.]  
TA: “Alright, class. Five minutes left to complete your worksheet. Then 
hand in your work on my desk. Don’t forget to clean up your desks 
before leaving the classroom.”  
Sopin created a classroom environment that was stimulating, and where the 
differential power relations between the teacher and students were emphasised, as 
illustrated in line numbers 1, 6, and 7. She created a learning environment in which 
she became a guide or entertaining host of pleasurable activities, such as the one 
above with images and games in line numbers 1 and 5. This demonstrates how Sopin 
employed ‘pastoral care’ to shepherd her ‘flock’ – ‘her students’, when required. As 
Foucault (1982, p. 783) states, “It is a form of power that guides not only the whole 
community but each individual, over his entire life”.  
Often the students enjoyed the activities, and were eager to answer questions or 
volunteer, as reflected in line numbers 4 and 5 of the field notes excerpt. This 
example of field note excerpts illustrates the relationship between activities directed 
by Sopin, and the students’ learning behaviours. The students’ learning behaviours, 
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for example line numbers 3 and 5, were guided and facilitated during the learning of 
English vocabulary, brainstorming, and mind mapping.  
In relation to pastoral power, by gaining knowledge of individuals in this way, 
a pastor gains power over his ‘flock’, similar to the classroom practice where the 
teacher is responsible for students’ knowledge in English writing (Foucault, 1982; 
Tudor, 2001 cited in Oral, 2013). Pearson (2010) asserted that Foucault’s concept of 
pastoral power “becomes even more evident as one examines the specific techniques 
used by the Inuit to ensure that their children are properly enculturated into their 
society” (p. 53). It was apparent that in terms of power relations enacted through the 
teacher’s pedagogy, there was an exercise of pastoral power between Sopin and her 
students. In line number 6, Sopin circulated around the classroom to assist students 
who needed help by explaining or guiding their ideas. Students followed the 
teacher’s guidance, while they were gaining knowledge of accurate spelling, 
vocabulary choice, and using grammar by themselves. As a pastor, the teacher 
attempted complete control of the flock, and through students’ constant gaze 
attempted to ensure their well-being. Pastoral power occurred in these behaviours, 
with Sopin attempting to comprehend all the pedagogical needs of her students, 
which can be seen in line numbers 2, 3 and 5, clearly aiming to produce knowledge 
in students (Gore, 1995). 
Power implicated in Lina’s classes  
Lina sometimes translated words, or asked students to guess word meanings. 
Her examples focused on vocabulary building. In addition to using many pictures 
and authentic objects to illustrate points, she used mind mapping. Mind-mapping 
plays an important role in enhancing students’ writing ability by assisting students to 
identify important ideas, and show how these ideas fit together (Ningrum, 2012). 
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Analysing data from observation field notes and selected students’ writing work 
samples from Lina’s classroom, the researcher found that Lina attended to her 
students English language learning needs with different ways to teach vocabulary in 
EFL, as well as by teaching the functional grammatical forms needed for varied 












Figure 5.4. An example of a vocabulary mind map from 4th grade student: Theme Fruit. 
 
Lina motivated the students to develop their own vocabulary in English by 
using a mind mapping technique. Students can generate words based on theme or 
topic they are interested in or introduced to the class by the teacher. After introducing 
the theme ‘Fruit’, Lina dictated a mind map as the pre-writing activity (Hyland, 
2003). In Figure 5.4, the students individually drew their mind maps, coloured in, 
and wrote down ‘fruit’ vocabulary near each fruit drawing. Some students could not 
spell some words, e.g. ‘strawberry’, so they turned to Lina for help. Others looked up 
the words in a Thai-English dictionary to solve the spelling problem. Further, the 
researcher noticed that some students asked their peers to spell difficult words, and 
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this was not discouraged by the teacher. It can be argued that Lina used a mind 
mapping technique in teaching writing to assist her students in learning vocabulary. 
Pastoral power was observed in the way that Lina directed the class by 
introducing an activity of mind mapping to students. In Lina’s practice, she 
sometimes translated words, or asked students to guess word meanings. The 
examples provided by Lina focused on vocabulary building. In addition to using 
many pictures and authentic objects to illustrate points, she used mind mapping. She 
also asked student volunteers to write words on the blackboard and had the whole 
class read aloud. This practice illustrates that Lina watches her students in action 
both as a whole class and as individuals. In Foucault’s terms (Rabinow, 2000), Lina 
performed as a ‘good’ pastor in the way that she looked after her students and made 
sure that they understood the lessons properly. She not only looked after the whole 
class, she also looked after the individuals.  
The control in pastoral power occurs through the teacher desiring to have 
control of their ‘outward and inward’ behaviour (Foucault, 1982, p. 227). This power 
would be guiding the students to control their outward behaviour and ensure that they 
comprehended and did not hide their lack of understanding from the teacher. Thus, 
pastoral power ensures that the gaze operates to control the body and soul of the 
person (Foucault, 1982). The students are supposed to have full faith in the teacher 
and bare their souls to the pastor or teacher through confession. In contrast, teachers 
as pastors need to provide suitable and appropriate teaching pedagogies to ensure the 
students are developing their learning behaviours and knowledge of English 
language (Foucault, 1978). 
Sopin and Lina started their classes by brainstorming. The students were urged 
to think and share ideas by answering questions and noting down their ideas on the 
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blackboard. The purposes of brainstorming were to gain the students’ backgrounds 
on the specific topics, to have the students think, and to prepare them to write. 
Richards (1990) argued that a brainstorming strategy can facilitate the classroom 
interaction process. The brainstorming technique was integrated as a part of the 
teaching of writing. The students are put in the position of activating their knowledge 
(Rao, 2007). They are urged to think of their background knowledge of a specific 
topic and English language knowledge, such as vocabulary, sentence structure. In 
relation to pastoral power, the students controlled their group work, whereas Sopin 
and Lina, instead of governing the class, were facilitators for developing students’ 
writing skills. In this way, students became more confident and productive in their 
English language. As Rao (2007) notes, brainstorming offers the opportunity for 
students to interact with each other (in groups and in class) and to share their 
opinions. This illustrates the circulation of pastoral power between students and 
students, which enable students to build up and develop their communicative skills in 
English. Although, as the researcher observed, most students used Thai (L1) to 
communicate, some students spoke English as much as they could. Foucault (1984, 
p. 422 as cited in Pearson, 2010) points out that pastoral power is exercised when 
knowledge of a person’s mind, soul, and innermost secrets is essential. With this 
perspective, the students found that using L2 (English) to communicate helped them 
develop English speaking skills. 
Interview data analysis 
In terms of pedagogy associated with the curriculum, Question 16, “Could you 
tell me about the overall pedagogies you use in your classroom?” was asked to 
illustrate the teacher’s knowledge of each pedagogy practised in their classes. Lina’s 
answer to Question 16 was as follows: 
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For overall pedagogies applied in my classroom, it started from a game or a 
song to be a warm-up activity in order to prepare the students for the lessons. 
Then content and sentence structure content was presented. The students could 
practise their vocabularies, write simple affirmative sentences, and engage in 
questioning and answering. The students practise with the sentence structure 
presented.  They practise speaking and writing. They also practise with work 
sheets, completed individual work and group work, and I counsel and advise. 
Finally, we sing and play games. The students like to do the activities in the 
class. It is a lively class and makes a good learning environment. 
According to Lina’s answers above, it was clear that she frequently practised 
various spelling strategies to build up students’ vocabulary knowledge in order to 
help them write with fewer errors. This observation is also supported by data analysis 
from classroom field notes and interpretation: Lina gave verbal correction and 
explanation, and also introduced new words while students were doing their writing 
tasks. However, spelling practice, such as word cards, was one of the strategies 
which Lina used to improve students’ writing skill, according to the data collected in 
this study. Other pedagogies, such as songs, guessing games, matching words and 
pictures were also used help students build up knowledge of English vocabulary. 
Although her English classes were constructed from the Say Hello 4 materials, Lina 
was not restricted by these commercial materials; rather, she started her lessons with 
vocabulary activities for the EFL classroom such as dictation, bingo games, and 
chants. 
Sopin’s response to Question 16 was: 
All 3 approaches are applied in this class, for example, reading dialogues, and 
then answering questions. After that, they [students] create their own 
dialogues. I use both student-centred and teacher-centred approaches. 
Examining Sopin’s classes, in response to pedagogy, the power relations 
between teacher and students could be seen in question-answer activities, or 
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classroom dialogues. Sopin used questions to motivate students’ attention to her 
teaching and to encourage them to think. Furthermore, Sopin would encourage 
students to raise questions about the topic they were studying. It was not only Sopin 
and individual students who engaged in conversation, but also the whole class who 
discussed and shared ideas. This conversation involved questions and answers from 
both Sopin and her class of students. Then Sopin summarised by writing on the 
blackboard, or by asking the student volunteer to write the summary of the topic on 
the blackboard. These are the examples of pastoral power exhibited by Sopin in the 
use of question-answer technique, which enabled Sopin and her students to negotiate, 
to discuss, and to find the answers together. 
The students were often asked to write down the answers in their notebooks. 
This means Sopin initiated the majority of questions and controlled the direction of 
the discussion, at the same time guiding the students to take turns in an ‘asking-
answering’ pattern. It is significant that the teacher raised most of the questions and 
directed this process for the students. The students learn to raise questions and 
attempt to answer the questions in their group work. However, in the Thai EFL 
classroom, student-to-student turns in the information-sharing stage were rarely seen. 
This also occurred in Sopin’s classes. Thus, Sopin’s teaching utilised this strategy, 
though at other times, she tried to share more power with her students. This 
illustrated that the whole class activities or classroom interactions generated pastoral 
power, which is categorised as totalisation (Gore, 2002). 
Question 17 was asked to gain deep insight into the current practice of 
pedagogies that the teachers use in their classrooms, and the opinions of the teachers 
about their use of these pedagogies.  
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Question 17, “Do you think the pedagogies that you use help your students 
improve writing skills? If yes, please explain how? If no, why do you think that it is a 
case?” Lina’s answer was:  
I think the current pedagogies could help the students improve their writing 
skills because they can practise their vocabularies and can learn more 
vocabularies. With repeated using of the sentence structure, they can 
understand, remember and write the sentences by themselves. I usually review 
and give them many examples, so most of them can improve their writing. They 
can write in different patterns, apply mind mapping and write questioning and 
answering sentences. 
Lina practised spelling and word choice strategies in her teaching instruction, 
which is seen from her responses to interview Question numbers 16 and 17. In 
particular, it was noted that her teaching methods addressed knowledge of 
vocabulary and meanings and the use of vocabulary to promote students’ writing 
skills. The students were struggling to work in groups while completing their 
worksheets successfully.  
Sopin’s answer to Question 17 was as follows: 
In my opinion, after I applied these pedagogies, the students’ English writing 
skills have improved, for example, their accuracy with using conjunctions (e.g. 
and, but, if). The more they practise writing, the more their writing skills 
improve. 
Sopin implemented EFL activities in writing; for instance, mind mapping in the 
pre-writing stage and matching vocabulary games. She ascertains that her students’ 
writing skills are being improved with fewer mistakes made in spelling. Hence, she 
still focuses on continually practising writing – the students keep on writing and 
learn from strategies which promote their writing skills. A mind-mapping technique 
is noted as a teaching tool that can effectively improve students’ writing ability in the 
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way that it helps the students to brainstorm, take notes, and develop concepts and 
ideas (Buzan & Buzan, 1995). 
Sopin and Lina expressed similar opinions in the interviews that the students 
had limited English vocabulary knowledge; hence, when the students had problems 
with abstract ideas, they could not translate their ideas into English. As a result, they 
used Thai in their first drafts, and then used a Thai-English dictionary to help them 
when they revised their drafts. In the observation, the students frequently used Thai-
English and English-Thai dictionaries when they had a problem with vocabulary. 
Regardless of using the dictionary, they used those words ungrammatically in 
context, so their writing tasks were still incorrect, with errors in word choice or 
misspelling. 
The students also experienced difficulty when they wrote in English, for 
example, handwriting, spelling, and word choice; the content which students copied 
did not demonstrate creativity, but closely followed the teacher’s examples. 
However, this circumstance is understandable, because the students in the upper 
primary level (in this case Grades 5 and 6, aged 11-12) had little experience in 
writing a story or paragraph. The students had simple or basic ideas and details of 
what to write when they wrote about themselves, or other topics, such as My family 
and My school, which are the familiar topics they typically were asked to write 
about. Badger and White (2000) suggested that in the product approach, “free writing 
aims to make learners aware of certain features of a particular text” (p. 153). For 
example, the students produced a piece of guided writing based on a picture of a 
house and at the stage of free writing, they wrote a description of their own home 
imitating the structure provided by a teacher. 
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Video recording data analysis 
One of the classroom activities that Sopin used to promote writing skills was 
vocabulary practice, which appeared in individual work, pair work, and group work. 
In the observation, the students had no difficulties doing activities that required them 
to work individually, such as ‘filling in missing words in the gaps’ exercises. 
Nevertheless, the students seemed to have issues in completing complicated writing 
tasks that required them to work in a group. This was evidenced by the observation 
and video recording of classroom activities involving group work. For instance, most 
groups were formed on the basis of pairing: students who were good at English with 
those who demonstrated lower English proficiency. Some students were doing the 
work attentively, while there were also others who were not paying attention to the 
assigned tasks. Ultimately, it appeared that only one or two students in the group 
actually completed the writing tasks, and the rest preferred to talk about other things 
beyond the topic or to tease one another. In terms of power, even though Sopin 
helped to complete the tasks by giving examples on the blackboard, some students 
were not attentively participating in the activities. To sum up, encouragement by 
teachers serves to guide the students to perform ‘good’ learning behaviours to be 
successful in learning English. The following excerpt illustrates students’ pastoral 
power. 
Video excerpt 1  
S5.1: What can I help with? 
S5.2: [keeps silent and pays attention to what she’s writing] 
S5.1: [turn to another girl] What do you want me to do? 
S5.3: OK. Let me finish drawing, and you write the vocabularies. 
S5.1: [Nodded] Fine. I’ll get a dictionary to look up the meanings of difficult     
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         words.  
Video excerpt 2  
S5.1: It’s incorrect, here. [Pointing] 
S5.2: Where? Why’s it not correct? 
S5.3: I know! It’s happier than – it’s –ier, not –yer  
S5.1: Umm. Ok. [Erased and corrected the sentence. They kept doing the   
       assignment, which was writing sentences to describe the pictures.] 
Video excerpts 1 and 2 show that the students had problems spelling words 
correctly, and as a result, some students preferred to ask their friends to spell certain 
words for them, or independently consulted a dictionary. When students were unable 
to work in a group effectively, they decided to work individually (Video excerpt 1). 
However, some students could produce written work by working as a team. In video 
excerpt 2 above, the researcher observed that it was difficult to have every group 
member involved in the writing activity.  
In Video excerpt 3, it seemed that S6.1 assisted her peers while doing group 
work. Meanwhile, S6.2 was uncertain about the instructions for the exercise, so S6.2 
hesitated and asked for help. This demonstrates how pastoral power is exercised 
student-to-student: one confident student acts like a pastor who controls or guides the 
group of peers to finish the writing activities successfully, and reinforces her own 
knowledge of using adjectives at the same time (Foucault, 1984). Pastoral power was 
exercised in this situation, in which students assisted themselves in order to finish the 
writing tasks. Pastoral power established ‘control of their behaviour’ (Foucault, 
1982) in order to produce certain types of outcomes. That is, the students themselves 
made a plan and directed the way to complete the writing task. 
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Video excerpt 3  
S6.1: I’m writing only 3 sentences. [Finish and wait for other friends to  
       complete the assignment] 
S6.2: S6.1, Do we have to write 3 sentences each? 
S6.1: Yes, of course. We have made a deal. Choose 3 adjectives to make  
          sentences. 
S6.2: But…I need help. I’m not sure about the grammar. Who checks the  
         grammar?  
The video excerpt shows the interactions as students learned to write. The 
teacher created a learning environment that was fun, enjoyable and effective for 
improving the students’ writing skills. Sopin set up the exercises, guiding students to 
accomplish their writing. Students tended to correctly spell simple words at first, and 
later their spelling was better. For some, errors in spelling could still be seen in their 
writing tasks, but overall, most of the students learned from their former mistakes 
and corrected spelling errors before handing in worksheets to Sopin. However, 
although they learned more vocabulary, as found from the classroom observation, 
when they wrote sentences, they had a problem with applying their knowledge of 
vocabulary choice.  
Through Sopin’s English classes, power was demonstrated as a form of 
pastoral power. The role of Sopin was as a facilitator, or a pastor who was to assist 
the students in a way that they did not feel controlled, but at the same time she used 
her gaze to oversee and control learning. Pastoral power operated in Sopin’s classes, 
such as her gentle exercise of controlling behaviour, and significant examples are 
shown below to support this interpretation. Also, pastoral power was exercised 
between students and students, which can be seen through their actions, such as 
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making choices for the collective benefit of the group, taking actions to help peers, or 
encouraging friends to work as a team or to complete the assigned tasks from the 
teacher. Because pastoral power operates through ‘the act of confession’ (Foucault, 
1978, p, 58), Sopin was using it as a way to convince the students to tell her what 
they knew and what they did not, to trust her and her teaching. Again, student-to-
student turns in the information-sharing stage were rare. Thus, Sopin dominated this 
strategy though she tried to share power with students. 
To summarise, techniques of pastoral power within the pedagogical practices 
of Lina and Sopin were revealed in different actions. It appeared that pastoral power 
was exercised through activities directed by Sopin. Lina’s interview illustrates some 
of the relations between pastoral power and pedagogies which she practised with her 
students. Pastoral power also functioned when students conducted group work, but 
was rarely seen because only bright students who were good at English demonstrated 
behaviours indicating ‘a pastor’ to peers. However, how students acted under Sopin’s 
supervision, counselling, suggestion, or pastoral control while they were performing 
writing tasks, indicates students’ self-learning behaviours to gain knowledge of 
English through some teaching strategies. Thus it could be concluded that pastoral 
power was exercised over the students as subjects to be controlled, and shaped 
through techniques and teaching pedagogies such as games, songs, group work, and 
vocabulary practice so as to achieve the objectives of English lessons. 
5.1.3 Bio-power and pedagogy 
As previously described in Chapter 3, bio-power is established over people in 
controlling their lives and governing populations, and overlaps with disciplinary 
power (Ball, 2008). In brief, the exercise of bio-power over populations “may be 
managed on both an individual and a group basis” (Taylor, 2010, p. 44). Bio-power 
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is concerned with the administration of life, and utilisation of the population as a 
productive resource (Ball, 2008). In education, for example, the Thai government 
aims to make the children educated, so it attempts to manage and regulate education 
administration throughout the country in schools, colleges, and academic institutions 
in order to ensure the quality of Thai education. The language learning policy in 
Thailand is based on the idea of learner-centred learning. This influences teachers to 
modify their teaching style to adopt communicative learning and teaching. 
To manage the teaching and learning of the English language for the 
population, techniques of bio-power have been exercised through individual students 
through the practice of pedagogies and exercise of disciplinary power, such as 
examination and normalisation (Foucault, 1977). In terms of language teaching, this 
means that the individual student is observed in their learning behaviours and trained 
to meet the standard of norms in EFL classrooms. The norm associates power with 
status alone and without foregrounding of any reasons (Carspecken, 1996). The 
teachers operate this power through status as a teacher when they teach, such as 
saying “Everybody, open your workbook” (see 5.1.1.2 ‘Normalisation and 
pedagogy’). 
The Thai government is responsible for the reproduction of a viable society and 
the curriculum as authorised by the Ministry of Education through the National 
Education Acts 1999. The Basic Education Core Curriculum 2008 is the relevant 
policy document for teachers, and is used to contextualise the pedagogical 
implications for Thai teachers of English to prepare teaching methods for Thai 
primary school students. In the field note excerpt, teachers inform their students of 
the objectives of day lessons, associated with the four standards of English language 
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(OBEC, 2008). Lina wrote the enabling objectives of the lesson on the blackboard 
and explained what and how to achieve the goals of learning to the students. 
It is recognised that bio-power is generated through education stakeholders 
such as policy makers, the principal of the school, the teachers, and the students. 
Foucault (1990) states that bio-power is not “a set of mechanisms which guarantee 
control by the state of its citizens” (p. 92 as cited in Gastaldo, 1996). Rather, bio-
power administers life (Taylor, 2010, p. 44). It incorporates certain aspects of 
disciplinary power (O’Farrell, 2005). Bio-power is established through a set of power 
techniques. The relations of bio-power have been explored in the data analysis 
relating to the implications of English curriculum in the Basic Education Core 
Curriculum 2008, including teachers’ pedagogies. 
Field note excerpt  
[40] TB: Good morning class. How are you today? 
[41] SS: Good morning Teacher. I’m fine, thank you. And you?  
[42] TB: I’m very well, thank you. Sit down, please.  
[43]  TB called out students’ names to check absences. 
[44] TB wrote the objectives of the day lesson on a blackboard and read 
them aloud. 
As shown in the observation field notes taken in her class, Lina used a 
technique of gaze or surveillance to ensure a productive learning environment and 
prepared the students for the English lesson, as noted in line numbers 40, 41, 42, and 
43. It should be noted here that the checking of absences and attendance is caught up 
in bio-power relations through ‘the accountability system’ (Foucault, 1990) of the 
Thai government and compulsory schooling mandates. In this excerpt, Lina also 
showed a practice of bio-power by passing on to students the curriculum 
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benchmarks. This is evident in line number 44 – the students were informed of the 
objectives of the lesson at the beginning of the class. Bio-power was exercised since 
Lina always began her class by informing the students of the objectives, which 
ascended directly from four strands and standards (OBEC, 2008 p. 253).  
The following extract from Sopin’s classes reveals how bio-power was 
exhibited through her teaching practices.  
Field note excerpt  
[45] TA: Do you understand the lesson today, students? 
[46] SS: Yes, teacher.  
[47] TA: Alright, students. I just want to make sure that you all understand 
the lesson today. Now tell me what we have learned today. 
[48] Nida, Waree, and Meta. Can each of you write a sentence using the 
past tense of the verb on the blackboard? Use the words we learned at 
the beginning of the period. 
[49] [TA writes down the result of a lesson plan, her comments in her 
document as a record.] 
The examples in line numbers 45, 46, and 47 show that Sopin monitored the 
students’ learning behaviours by asking about their understanding of the lesson. She 
also assisted them to conclude the lesson by selecting some students to write 
sentences on the blackboard, since the students were silent after they were asked 
what they had learned. Significantly, based on the document analysis and the 
informal talk with Sopin, it was found that she recorded and made comments on her 
teaching methods, and the student results relating to four strands and standards (line 
number 49). 
In the following section, the analysis of Lina’s interview transcript is discussed 
in terms of bio-power and teaching practice relationships. The findings are based on 
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the identification of bio-power, including regulated, practised, produced, and applied, 
and foundational operations of bio-power, and bio-power that is exercised through 
association. All these were coded from interview transcripts to illustrate the evidence 
of bio-power. 
Interview question 5 addressed bio-power: “Could you tell me about the 
English course syllabus used in this school?” Lina’s answer is as follows. 
The English curriculum used in the school was based on the Basic Education 
Core Curriculum B.E. 2551 (A.D. 2008) where the teaching process was 3Ps, 
communicative approach, and other theories applied to teaching. It was not all 
student-centred, but it was a combination of teacher-centred approach and 
student-centred approach, because the teachers sometimes had to guide the 
learners. 
From Lina’s answer, in terms of issues related to pedagogical implications for 
Thai teachers of English, it could be argued that teaching and learning activities are 
related to objectives and content, focusing on English communicative skill drills. 
However, in her situation, the teacher-centred approach is still her main approach. 
This can be seen in that the grammar-translation approach or 3Ps is still applied in 
her teaching. Lina has been attempting to use different learning activities and 
learning materials, and also applying learner-centred approach as much as possible.  
Sopin’s answer to Question 5 was interpreted to demonstrate the specific 
practices of bio-power and pedagogies: 
The English curriculum used in the school, based on the Basic Education Core 
Curriculum B.E. 2551 (A.D. 2008), was focused on communicative English, 
culture, technology and etc. The school applied it and the teacher then created 
teaching plans relating to indicators in the core curriculum correctly. 
Sopin’s answer illustrates the ways in which the curriculum was applied to the 
real classroom situation. Current teaching and learning activities were based on the 
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curriculum, which guides teachers to focus on students as the centre of learning 
activities and to promote their English proficiency. 
To seek the teachers’ understanding of the curriculum and how they apply 
these to teaching English writing, evaluating and assessing their practices, question 6 
was asked of teachers: “How closely is the school curriculum associated with the 
Thai National Curriculum?” Lina’s answer was: 
The curriculum used in the school is associated with the Office of the Basic 
Education Commission’s curriculum or the Basic Education Core Curriculum 
B.E. 2551 (A.D. 2008) with a proportion of 70:30. There was an analysis of the 
suitability of its curriculum with the context of the school, the students’ family 
and community. 
In the case of Lina, bio-power operated through her knowledge of the Basic 
Education Core Curriculum 2008: she designed the English course syllabus to suit 
the school’s context. Since Lina was trained specifically within curriculum 
orientation guidelines and the application of the curriculum, she performed her 
teaching practice through setting standards. With regard to English as a compulsory 
subject at the primary school level, upper primary students (Grade 4-6) are expected 
to be exposed to cultural issues and intercultural communication (OBEC, 2008). 
Therefore, through her analysis of the curriculum policy document, Lina ensured that 
all components dictated in the curriculum were covered, and that appropriate 
learning was taking place in her school. The concept of bio-power can be seen here 
(Foucault, 1984) in the teacher’s reproduction of the curriculum mandates for the 
control of the population through education.  
Likewise, Sopin’s answer below reveals that she always relies on the principles 
of language policy dictated in the curriculum. The English course syllabus was 
designed to fit the school context. For instance, there are eight units in a 
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Fundamental English course for Grade 5; themes of each unit are familiar to 
students, such as ‘An Interesting Place’, and ‘Seasons in Thailand’. 
The curriculum used was improved to be better matched to the students’ and 
the schools’ context, as well as the core curriculum. 
Interestingly, Sopin’s answer suggests that the Basic Core Curriculum 2008, 
with specific reference to the English language as a compulsory subject at primary 
education level from Grades 1-6, has guided the school to provide fundamental 
English language requirements for primary school students. She stated that it was 
important to improve the school curriculum as well as to improve English language 
teachers’ education in order to promote students’ learning skills.  
The two-poled diagram of bio-power in Chapter 3 section 3.2.3 illustrates how 
bio-power circulates in the education administration of a country. Again, briefly 
summarised here, bio-politics is the ‘macro-technology’ of bio-power (Taylor, 2010) 
that employs regulatory controls and interventions to manage a population (Gastaldo, 
1996). In Thailand, bio-power is exercised to govern the educational system and the 
wellbeing of its population by the Thai government to ensure that students receive an 
equal standard of education administration by using a national curriculum. This 
curriculum is then implemented to schools by the committee, the principal, and the 
teachers to students at all levels of the school system.  
It is noted that the Ministry works to ensure the development of students, 
which is consistent with its goal to care for its people’s wealth and health. In 
examining this process of constructing a disciplined society, the notion of the 
individual body was invented, as Foucault (1991) points out, and many power 
techniques have been developed since then to make political existence docile – a 
body which can be ‘subjected, used, transformed, and improved’ (p. 136 as cited in 
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Gastaldo, 1996). Thus, in the Thai EFL classroom, in order to ensure that the 
students are productive and successful in learning the English language, teachers 
have to apply pedagogies to enhance students’ ability in English usage. That is, the 
teachers must observe, regulate and control the students’ behaviours as necessary to 
learn English. 
An anatomo-politics of the human body, at the other pole, focuses on the body 
as a machine (Foucault, 1990, p. 139 as cited in Taylor, 2010, p. 45). In schooling, 
disciplinary power was exhibited, focusing on individual bodies/students to be 
provided knowledge of English language, aiming to achieve the learning standards of 
the Foreign Languages Core Curriculum (OBEC, 2008). Bio-power is the concern 
with the welfare of the population and individuals and enhancing their capabilities – 
the features of power relations which Foucault emphasises (Foucault, as cited in 
Cousins & Hussain, 1984). In the Thai EFL context, primary education aims to 
develop the quality of life of learners, enabling students to properly serve society, 
assuming their roles and responsibilities as good citizens under a democratic 
constitutional monarchy (Ampra & Thaithae, 2000).  
In examining the two teacher participants’ practising pedagogies in their 
classes through Foucault’s lens of bio-power (Foucault, 1990; 2000), activities 
necessary for developing English writing skills were introduced to their students. 
These activities were based on students’ interests, for example, matching games, 
word puzzles, and developing desirable habits, attitudes towards English learning, 
and behaviours leading to an acceptable character not only in the classroom, but also 
in the social community. As Foucault’s elaborates, bio-power means to reproduce 
society’s standards and norms (1997). Discipline is exercised through imposing 
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precise norms (normalisation), which is known as national standards for educational 
programs (Ransom, 1997).  
According to Gastaldo (1996), the employment of disciplinary power divides 
the body in parts and trains it, aiming at efficiency of the parts (individualisation) and 
of the whole (totalisation) (Gore, 2002; O’Farrell, 2005). Gastaldo (1996) further 
states that this occurs in a subtle and constant way, in a web of micropowers, each 
including the use of space, time, and everyday practices.  
In this section, bio-power is identified by exploring evidence in relation to 
Foucault’s notions (1990; 2000) of power and the teaching practices of two teacher 
participants. Teachers demonstrated that they were aware of the regulations of the 
curriculum and their obligation to select learner-centred teaching activities, which in 
this case, function through bio-power to control the population.  
O’Farrell (2005, p. 106) argues, “The forms of knowledge and practices 
relating to hygiene, public health, the control of reproduction and sexuality became 
the subject of administrative interest, with very detailed forms of knowledge being 
put in place to gather knowledge and manage populations”. Hence, bio-power 
operates through some techniques of discipline, such as surveillance, examination, 
and regulations (Foucault, 1977). 
5.1.4 Resistance to power in the classroom 
In examining EFL classes, student resistance was found in several forms of 
actions. When teachers exercised their power, the students seemed to resist a little. 
The following evidence shows student resistance to some sorts of teachers’ power in 
their classroom interactions.  
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Field note excerpt 
[53] TA: Everyone, now use 10 given words to write up 10 sentences. I 
will give you 20 minutes for this task. Understand? 
[54] SS: Yes, teacher. [Some of the students started writing.] 
[55] Ura: Teacher, can we just write 5 sentences.] 
[56] Why? Ura. It is not difficult. Just try. 
[57] Suree: Teacher Lina, how about we write 5 sentences in class and 5 
ones for homework. 
The dialogue shows that the students tried to act and interact with Lina in order 
to achieve their wish. It seemed that student resistance of this kind had some 
influence over the teacher, because ultimately Lina agreed to leave another 5 
sentences for homework. In line 56, the teacher expected the students to do what she 
ordered; however, a student successfully negotiated with the teacher (line 57). 
Evidence shows resistance by students who simply did not do assigned work. Passive 
resistance, which occurred in Lina’s classroom, not only impacted on her teaching, 
but also impacted on students’ learning. 
Based on student reactions to the teachers’ authority and knowledge, it 
appeared that students engaged in tasks willingly and enthusiastically in both Lina’s 
and Sopin’s classes. However, there were a couple of different ways by which 
resistance occurred in classroom interactions. Resistance to the teacher’s instruction 
was found in Lina’s class when two boys were quarrelling over a cartoon book 
instead of performing a writing task (see also 5.1.1.5 Coercive power). This 
circumstance showed that these two boys resisted their teacher’s teaching. Lina could 
not gain consent from these students by exercising normative power. Rather, she 
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exerted coercive power. Lina said, “If you don’t stop fighting, you will get out of the 
classroom”. Students avoided this consequence through fear of punishment, so they 
stopped their misbehaviour immediately. Thus, it was noted that although students 
engaged in resistance, they were not successful in resisting the teacher’s exercise of 
coercive power. 
However, resistance can be recognised in other perspectives, as Foucault 
(1997) suggests that resistance is likely to occur in power relations. Given the fact 
that “there are multiplicities of resistance as there are a multiplicity of relations to 
power” (St. Pierre, 2000, p. 492), resistance is found in subjective states 
(Carspecken, 1996) within both students and teachers. For example, Hope (2005) 
argues that student resistance of surveillance is found in schools, regarding the use of 
Internet such as limited use of computer databases.  
Moreover, teachers may have experience of resistance to the schooling system. 
For example, teachers resist the power of educational policy and the National 
Curriculum by applying and implementing different and alternative ways of teaching 
pedagogies, which they think will be beneficial to their students. However, in this 
study, teachers could not be questioned about their personal perceptions about the 
curriculum and school policy. As Carspecken (1996, pp. 104-105) suggests, it is 
impossible to deduce with certainty “a subject’s internal state of mind”, but the 
researcher can surmise that the teachers in this study demonstrated some resistance to 
the power of government through their not following the policy to the letter, in their 
desire to assist their students’ learning. Given students’ low level of English 
proficiency, and insufficient English learning resources, although they were aware of 
government policy of a learner-centred approach, they would often apply a teacher-
centred approach. This shows that although teachers followed the learning indicators 
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and benchmarks to instruct English lessons, they resisted applying every approach 
stated in the curriculum (Jindapitak, 2013). Further, a teacher may resist use of only 
the commercial textbooks that are compulsorily designated to be used in schools 
(Serrado & Azcarate, 2006). As Carspecken (1996) states, a subject’s internal state of 
mind is associated with a “certain subjective state (feelings and intentions) at the 
time of acting (p. 104). Thus, we can infer teachers’ resistance in subtle acts in their 
teaching and approach to policy could have been influenced by the subjective state of 
feeling at the time of acting. 
5.2 SUMMARY 
This chapter presents the research findings in relation to the research question, 
“How is power implicated in EFL writing pedagogies in Thai primary 
classrooms?” The research findings are discussed in relation to the themes of power 
and pedagogy since this research is to investigate and examine pedagogical power 
relations in the EFL writing classroom. Using Carspecken’s (1996) method to 
investigate social action, subjective experience, and conditions influencing action 
and experience, the research record comprised the observed interactions with the 
teachers and the students in classrooms, with field notes and video recordings.  
Most importantly, the analysis and discussion here has demonstrated how 
Foucault’s theories of power relations are realised in the teacher’s enactment of EFL 
writing pedagogies. Foucault does not see power as an entity, but as a relationship 
(Foucault, 1982). This means it is essential to understand how pedagogy is related to 
power, and how such power is exercised in schooling contexts. For example, in the 
Thai EFL classroom, when the students respond to their teacher’s question, some of 
them immediately answered, while others preferred silence. It can be said that the 
interaction between the teacher and students can be categorised differently on 
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account of different realisations of power. Therefore, the researcher focuses this 
report of findings based on understandings of Foucauldian notions of power. 
Adopting Foucauldian perspectives, as a part of the primary school institution, 
classroom space enables the exercise of power control over the students in relation to 
teachers’ pedagogical practices. In this respect, the teachers observed the students as 
if they were “the object of the disciplinary gaze” (Maynard, 2007, p. 388) in the 
space. It is noted that space facilitates teaching and learning procedures, such as 
writing in group work or individual work. Students were controlled, practised, and 
regulated themselves as ‘normal’ behaviours by techniques of disciplinary power.  
The exercise of disciplinary power and pedagogies was analysed by applying 
Foucault’s classifications of power (Foucault, 1977). These include operations of 
disciplinary power, normalisation, hierarchical observation, and examination, which 
were exercised in the EFL classroom. Reward power is often associated with teacher 
power, such as by providing praise to well-behaved students, as well as the use of 
coercive power, which was exhibited when teachers prevented students from 
undesirable behaviours. The relations between certain forms of power, for instance, 
reward power and coercive power, are complex, and are sometimes exercised in the 
same situation. These complexities will be discussed in greater depth in Chapter 6. 
Pastoral power was exercised and shifted in varying forms through activities in 
EFL classes, directed by Sopin and Lina. For example, power was shared and 
distributed in group work and mind mapping of vocabulary, but less so in individual 
writing assignments. Students completed some writing tasks with a certain degree of 
independence, whereas at other times, the role of teachers demonstrated pastoral 
power, as facilitators.  
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Bio-power was noted in the writing classrooms when Sopin and Lina carried 
out their teaching; for instance, they constructed the lesson plan in association with 
the learning strands, which are dictated in the curriculum. In their classes, to ensure 
that the students are productive and successful in English writing, they applied 
suitable pedagogies to develop students’ writing ability. The teachers observed, 
regulated and controlled the students’ behaviours so that the students could achieve 
the standard of English language learning.  
Chapter 6 provides the discussion and interpretation of the findings, and key 
issues related to the research question. This chapter also presents comparisons drawn 
between the two teacher participants. This allows the researcher to analyse multiple 
sources of data critically in order to theorise the findings about relations between 
pedagogy and power in the Thai EFL writing classroom.   
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Chapter 6: Discussions, Conclusion, and 
Recommendations 
6.0 INTRODUCTION 
This study set out to examine how Thai EFL teachers at the primary school 
level implemented pedagogies to teach writing; to investigate types of power and 
how they influenced social action in the classroom; and, specifically, to extend 
Foucault’s conceptualisations of power in the Thai EFL context. To achieve these 
goals, a critical ethnographic approach based on Carspecken’s (1996) Critical 
Ethnography in Educational Research was used to research the EFL context in the 
Chiang Mai area in Thailand as a sociocultural community. As Janks (2010) has 
noted, research into language and its ideological relations to power in education is a 
relatively recent phenomenon, particularly when applied to primary and secondary 
schools, and so this research offers new perspectives on this area in a particular Thai 
context.  Discussions of the findings in this chapter are divided into five sub-sections, 
that together interpret the relations between teachers’ pedagogical implementation 
and the exercise of power. Discussions of the findings are separated into power 
themes and sub-themes, to construct a clear understanding of the research findings. 
6.1 DISCUSSIONS OF THE FINDINGS 
The data analysis presented in Chapter 5 yielded insights regarding the exercise 
of disciplinary power, which is characterised by hierarchical observation, 
normalising judgement, and examination. This chapter aims to elaborate the analytic 
possibilities of Foucault’s notion of power to make comparisons between the two 
classroom cases that exhibited both heterogeneous and homogenous patterns in the 
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exercise of power, while highlighting their inter-relationship within the school level 
routine practices. 
The following Tables 6.1-6.5 are presented topically, to summarise the 
discussion visually, with explanatory sections between each table. The tables and 
related discussions are organised by the Foucauldian themes that emerged in the 
analysis – space and power, disciplinary power, bio-power and governmentality, and 
pastoral power. This is followed by a discussion of the themes pertaining to 
Carspecken’s (1996) typology of power, including reward power, coercive power, 
normative power, and interactive power. 
Table 6.1 
Summary of findings: power and pedagogy in EFL writing classes: Spaces and exercise of 
power 






1. Space & 
power 
The distribution of 
power at times 
reflected the 
historical role of 
teachers in schools, 
with uses of space 
that drew attention to 
the power of the 
teacher, and at other 
times was more 
shared among the 
students. 
Sopin distributed power to 
students by asking students 
to write answers on the 
blackboard.  
Students walked from their 
desks to the front of the 
classroom, answering 
questions verbally or 
writing answers on the 
blackboard. 
Lina taught new words, 
grammar, and sentences in 
front of the classroom, 
writing some grammar 
rules, or attaching a word 
card on the blackboard. 
Students were seated 
facing the blackboard. 
2. Disciplinary 
power 
The classroom space 
dictated a form of 
disciplinary power 
that enabled the 
teacher to circulate 
around the classroom 
and observe students’ 
learning behaviours 
using surveillance. 
Sopin liked to stand in 
front of the class and 
observed her students 
working on writing 
activities in groups or 
individually. 
Lina generally stood in 
front of the class and 
sometimes walked around 
the room to gain a better 
vantage point to observe 
student behaviour while 
teaching. The spaces 
between each row of 
students’ desks enabled 
her to continually monitor 
and record her students’ 
learning behaviours and 
movements. 
  




rewards to encourage 
students to behave in 
the desired ways. 








Sopin came closer to the 
students and complimented 
them verbally. 
She provided positive 
reinforcement to specific 
students when they 
performed appropriate 
behaviour, making 
statements such as ‘Keep 
going’. 
Lina walked closer to the 
students to compliment 
them when they gave 
correct answers. Lina’s 
manner was active, 
energetic, and gentle. She 
offered fun activities as a 
reward for good work. 
4. Coercive 
power 
The exercise of 
coercive power 
assisted the teachers 
to control the classes 
by rules, including 
sanctions and acts of 
punishment. 
Sopin wrote the students’ 
names on the blackboard 
and marked ‘-1’, which 
meant that student did not 
pay attention to class and 
therefore lost a reward 
point. 
Lina told the two 
quarrelling boys to stop, 
otherwise they would be 
sent out of the classroom. 
Being sent outside of the 
classroom space excluded 
the learners from the 
privilege of the 
interactions inside the 




The teacher adopted 
the role of facilitator, 
or a pastor by 
assisting the students 
in such a way that 
they did not feel 
controlled. Teachers 
gained their consent 
through the act of 
confession, asking 
them to tell what they 
had done incorrectly. 
Sopin observed and took 
care of her students while 
they were seated in groups, 
and there were spaces 
between each group so that 
she could walk around.  
Lina set up the steps of the 
writing work, e.g. 1. Read 
a worksheet carefully 2. 
Match the words with the 
meanings 3. Fill in the 
blanks with correct words 
(cloze) 4. Choose 3 words 
to make sentences. She 
circulated the classroom to 
assist each student. Lina 
also allowed the students 
to come to her desk if they 
needed assistance.  
Space and exercise of power 
In relation to the use of space and power, Sopin used a teacher-centred 
approach to writing instruction (see Table 6.1). However, how students acted under 
Sopin’s supervision, counselling, suggestion, or pastoral control while they were 
doing writing tasks, indicates students’ self-learning behaviours to gain knowledge of 
English. Sopin tended to encourage her students to rely on independent learning of 
vocabulary, grammar, and composition while they were learning new words, 
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grammar, and writing activities. Nevertheless, she observed that Grade 5 and 6 
students still needed suggestions and guidance to complete the assigned writing 
tasks, such as writing a short story or writing sentences using given words, or other 
classroom activities.  Thus, it could be concluded that pastoral power (see Table 6.1) 
was exercised over the students as subjects to be controlled and shaped through 
techniques and teaching pedagogies, such as vocabulary games, word chanting 
songs, writing group work, and vocabulary practice, so as to achieve the objectives 
of English lessons. Lina and Sopin used some pre-writing activities, such as mind-
mapping, modelling techniques, and sentence combining, which are common in 
process writing approaches (Badger & White, 2000; Buehl, 2001).  
Contrasting Lina’s classroom, as indicated in Table 6.1, in terms of power 
relations, the use of space within the classroom illustrates how power operated 
between the teacher and the class and between the students. Through the seating 
arrangement of rows facing the blackboard, Lina was able to do surveillance and 
gain visibility over her students to ensure that students were attending closely. 
Classroom management tended to enable English learning activities, for example, 
writing a short essay, narratives or story-telling, vocabulary, spelling and dictation, 
matching pictures with word meanings, and so on. Hence, the relations between 
space and pedagogy were illustrated here in terms of the power that circulated in a 
classroom space that enabled teachers to implement teaching pedagogies; as Gore 
(1995) notes, surveillance enables teachers to continually observe the students in the 
classroom while they are enacting the teaching process, and in this study surveillance 
operated through the spatial arrangement that allowed teachers to control the class. 
Moreover, use of the classroom space, including the space between individuals, 
was tied to reward power and coercive power in Lina’s writing classes (see Table 
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6.1). For example, Lina reduced space by walking closer to the students to 
compliment them when they gave correct vocabulary. This enabled her to gain 
respect and cooperation from the students. Lina motivated them to engage in almost 
all activities, utilising charm (Carspecken, 1996). On the other hand, Lina exercised 
coercive power by warning the two quarrelling boys that they would be sent outside 
of the classroom space if they did not stop the unacceptable behaviour of fighting 
with each other over a comic book. When they did not obey, they had to write up five 
sentences using simple past tense in their notebook. Here, the use of space enabled 
coercive power to be exercised by the teacher to exclude the learners from the 
privilege of the interactions inside. Thus, coercive power was used as a means of 
punishment for students who dissented from the norms. In Foucault’s terms of 
discipline, as previously mentioned in Chapter 3, punishment “operates in the 
process of training and correction” (Foucault, 1977, p. 180). The use of punishment 
creates “a subject who obeyed without question” (SparkNotes Editors, n.d.). 
Similarly, in Carspecken’s typology of power (1996), a teacher exerts coercive 
power to stop unpleasant student actions. Students then are forced to obey the teacher 
in order to avoid being punished. 
It is notable that games and songs were used in both Sopin and Lina’s classes, 
and were considered a useful vocabulary consolidation technique. These activities 
could be used as a “warm-ups” at the beginning of the lesson (Presentation in 3Ps 
methods, Nunan, 1989; 1999), or as a transition activity between writing and reading 
or listening. However, this period was never longer than ten to fifteen minutes. For 
revision, students chose the most difficult vocabulary items, which they found hard 
to learn. They practised spelling through dictation, which is frequently found in EFL 
classrooms. Teachers also had students write sentences using those difficult words. 
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This could happen in the final stage, called Production in the 3Ps method (Nunan, 
1989; 1999). The teacher's role in this activity was that of an observer and assessor. It 
is noted that reward power is exercised when teachers give positive verbal feedback 
on student performances of the desired behaviour (Hattie & Timperley, 2007). 
The concepts of surveillance and space as detailed in Chapter 3, section 3.2, 
enabled the researcher to discuss the relations of pedagogies and disciplinary power, 
exercised in EFL classrooms. As noted by Lefstein (2002), “Surveillance was 
hierarchical, enabling teachers constantly to observe student activity and 
administrators to observe teachers” (p. 1630). As Foucault (1977, p. 172) states, “the 
school building was to be a mechanism for training”; such training introduces 
techniques of disciplinary power; hierarchical observation, normalising judgement, 
and examination. Further, as Baildon (2008) argued, panoptical surveillance 
promotes disciplinary technologies, such as “timetables, documentation methods, 
normalising judgments, and examination, are translated into technologies of the self 
that promise to bring about such ideals as salvation, self-improvement, or continuous 
learning” (p. 127).  
Table 6.2 
Summary of findings: power and pedagogy in EFL writing classes: Exercise of disciplinary power 






Disciplinary Power A machine tool to 
direct and control 
individuals’ 
behaviours 
Sopin observed the 
students, monitored 
students’ learning 
behaviours, and controlled 
the writing classes by a set 
of regulations. 
Lina observed the students’ 
progress in writing, ranked 
them by their ability in 
learning English, and 
regulated the class activities 
to the students. 
Sub-categories of 
types of power  
1. Hierarchical 
observation 
Observe and make 
visible the 
individuals 
Sopin watched her students 
when they were doing the 
assigned writing tasks. She 
noted and recognised who 
could perform the writing 
tasks well, and who could 
not. 
Lina looked at the students 
when she stood at the front 
of the classroom to check 
that they were attentive to 
her teaching. When the 
students were working at 
their seats, she walked 
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around and through each 






Sopin wrote the objectives 
of the lesson on the 
blackboard; this was to 
make sure that students 
knew the aims of the 
lessons. She organised 
writing activities, such as 
individual work, pair work, 
and group work. 
Sopin taught the English 
lessons, assigned writing 
tasks, allowed time for 
each task, and corrected 
students’ work. 
Lina normalised the 
students’ behaviour through 
setting rules of performing 
tasks, such as students 
individually finishing the 
writing task and having it 
checked by peers. 
Lina used the pictures to 
help teaching vocabulary. 
She had her students do the 
activities by themselves. The 
students were informed of 
the steps and time of each 
task. 




report to system 
level administrators 
Sopin made the question-
answer activities seem like 
a test to students.  
Sopin observed her 
students’ performance of 
writing, making some 
notes on her lesson plans, 
and deciding which 
students needed extra help. 
Lina used examination 
techniques of power to 
maintain her authoritative 
status to control the classes. 
Students finished the 
vocabulary tests and 
checked the answers 
together with her. 
Lina used dictation of new 
words and sentences to 
revise and check students’ 
knowledge of English 
language every week. 
Exercise of disciplinary power and writing pedagogies 
In relation to the exercise of disciplinary power, Foucault (1977) outlined three 
techniques of disciplinary power called “simple instruments” (p. 170), to ensure that 
the individual conforms to a norm, utilising “corrective mechanisms that coerce by 
means of continuous examination and hierarchical observation” (Bogard, 1991, p. 
325). Sopin and Lina exercised techniques of disciplinary power to maintain the 
desired learning behaviours, that is to say, to organise and control the students in 
order to transform their bodies to become “generalised productive obedient, 
economical, and efficient” (Foucault, 1977, pp. 135-143). These techniques are 
outlined in the next section. 
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1. Hierarchical observation 
In focusing on power and pedagogy, Sopin’s use of writing pedagogies is 
clearly seen in Table 6.2, which is related to the exercise of disciplinary power. For 
example, Sopin watched her students when they were doing the assigned writing 
tasks. She noted and recognised those who could perform the writing tasks well, and 
those who could not. Disciplinary power within a confined space was exhibited – the 
exercise of surveillance to control and continually monitor the productivity of 
students. This illustrated that power relations of surveillance in social interactions, 
“defined and regulated”, are “inscribed at the heart of the practice of teaching, not as 
an additional or adjacent part, but as a mechanism that is inherent within it, and 
which increases its efficiency” (Fessenbecker, 2011, p. 747). 
Sopin applied a teacher-centred approach to writing instruction, maintaining 
control over the topics of the writing tasks, ensuring that students followed the 
grammar rules, and controlling the students’ productivity by assigning simple writing 
exercises in the worksheets that did not permit students to construct their own 
meaning (see Table 6.2). While the students were engaged in the assigned writing 
tasks, Sopin watched them, while simultaneously, the students perceived that they 
were being watched, by continually looking up to identify her location in the room. 
Similarly to Sopin’s case, Lina was able to apply surveillance and to maintain 
the overall visibility of her students to account for all individuals through the spatial 
arrangement of desks and bodies in the classroom. As described in Table 6.1, the 
classroom seating arrangements enabled Lina to assist each student systematically 
while they were learning as she walked between each row of student desks. As 
previously explained in Chapters 3 and 5, surveillance functions in two distinct ways, 
both associated with the “teacher’s gaze” (Foucault, 1977, p. 171).  
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Foucault (1977) argued that the ‘gaze’ of surveillance is not simply directed at 
us by others, but is also a way of looking at our own behaviours. Similarly, students 
monitored their own behaviour and the learning of peers, assisting others in group 
work to follow the rules, created self-controlled or self-regulated behaviours, which 
later established norms in learning. Foucault (1977) asserted that “discipline 'makes' 
individuals; it is the specific technique of a power that regards individuals both as 
objects and as instruments of its exercise” (p. 170). Even when the teacher was not 
directly observing all individuals, the students continued to concentrate on their work 
as if they were being monitored, demonstrating the power of the teacher’s gaze and 
the operation of self-surveillance. This attests Foucault (1977) comment that 
Panoptic “power had to be given the instrument of permanent, exhaustive, 
omnipresent surveillance, capable of making all visible. It had to be like a faceless 
gaze that transformed the whole social body into a field of perception…” (p. 214). 
2. Normalising judgement 
As previously outlined in Chapter 3, the second component of disciplinary 
power is normalising judgment – the evaluation and correction of actions observed. 
The findings in Chapter 5 suggest that norms were translated to control students 
themselves in the classroom context (see section 5.1.1.2). It was evident that the 
teachers set up instructions at all times as they began lessons. In Sopin’s and Lina’s 
classes, the students practised the rules and a set of regulations of the class or the 
lesson, which meant their bodies and minds were trained so that they had self-
discipline. As noted by Foucault (1977), “discipline produces subjected and practised 
bodies, ‘docile’ bodies” (p. 138). 
As seen in Table 6.2, Sopin wrote the objectives of the lesson on the 
blackboard so that every student knew the lesson aims. In this way, she believed that 
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the students were prepared for the lessons. Sopin explained the lessons to the 
students, assigned tasks (e.g. reading and writing, listening and drawing), and 
allowed time for each task. The individual student then recognised what to do step-
by-step; thus norms were established in the training of students. Normalisation not 
only imposes homogeneity among people, but also measures the differences between 
individuals (Kupfer, 2015). Further, writing the objectives demonstrated the power 
relations “upon the ‘bodies’ of teachers and students” (Gore, 1995, p. 107), with 
regard to the key idea noted by Carspecken (1996) that “Students should obey 
teachers” (p. 130). 
Similarly, Lina normalised the students’ behaviour through setting rules for 
performing tasks, such as informing students about the day’s lesson activities: for 
instance, the ‘look and write’ activity, in which the students looked at pictures and 
spelled out vocabulary by writing under each picture. Lina closely observed the class 
when they were practising in the students’ workbook to determine that they 
understood and wrote correctly. Normalising judgement was established because the 
students were routinely used to doing the activities; Lina determined if the students 
could perform the written work or not. Thus, Lina used the technique of 
normalisation, exposing the students to standards or norms. The students were 
trained to perform accepted and approved behaviours without the teacher watching 
them; rather, they were regulated by a set of regulations.  
In addition, the findings from the analysis of interview data (Question 10, see 
5.1.1.2) demonstrate that the students were subjected to multiple normalised 
behaviours, including doing a task and following the teacher’s instruction, and 
reminding their peers of the teacher’s instructions. It can be argued that 
normalisation is a useful technique of disciplinary power, in other words, it is viewed 
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as a means of punishment (Foucault, 1977) because any students who failed to obey 
school rules or classroom regulations would not achieve the indicators dictated in the 
Basic Education Curriculum 2008. Lefstein (2002) pointed out that “schools set a 
normative expectation for student achievement and other behaviours” (p. 1630). 
Students were compared, pertaining to that norm, that is, ‘diligent’ students are 
rewarded; ‘lazy’ students are punished (Foucault, 1977, p. 179). 
At the end of each English period, Lina and Sopin asked the students what they 
had learned that day and reminded them to revise the lesson. The students had 
homework every week (e.g. in worksheets, student’s workbooks). In this way, norms 
were established in class when each student followed the learning procedure as Gore 
(1998) describes, “invoking, requiring, setting, or conforming to a standard” as 
normalisation (p. 237). In one way, teacher-centred approaches demonstrated the 
teacher’s exercise of authoritative power over the student’s body to control their 
actions. However, a teacher-centred approach enabled the students to develop a sense 
of self-discipline to follow classroom or school norms set by the teachers.  
3. Examination 
In Table 6.2, Sopin and her students carried out teaching and learning 
activities, which were considered as evidence of pedagogies and power as 
“examination”. Sopin tested the students’ knowledge of vocabulary, e.g. meanings, 
spelling, and reading comprehension. Sopin observed and monitored her students’ 
performance of writing, making some notes on her lesson plans, and decided which 
students needed extra help. Thus, in Foucault’s words (1977), “the examination 
enabled the teacher, while transmitting his knowledge, to transform his pupils into a 
whole field of knowledge” (p. 186). In addition, the findings from interview analysis 
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(see 5.1.1.3, Question no. 11) show that students’ English proficiency was assessed 
and evaluated through writing tasks and tests in Sopin’s classes. 
Unlike Sopin, Lina used examination techniques of disciplinary power to 
maintain her authoritative status and control her classes (see Table 6.2). Lina used 
dictation of new words and sentences to revise and check students’ knowledge of 
English language every week. Students finished the vocabulary tests and checked the 
answers together with her. Lina gained knowledge of her students’ writing skills by 
monitoring their writing ability and ranking them by score. This was related to the 
examination technique in the sense that students revealed their knowledge when they 
wrote sentences or spelled words. As Foucault (1977) observes, the examination 
makes the individual a ‘case’. “It is the individual as he may be described, judged, 
measured, compared with others, in his very individuality; and it is also the 
individual who has to be trained or corrected, classified, normalised, …” (p. 191).  
In Sopin and Lina’s classes, the individual student was observed, recorded and 
reported on, with regard to their learning behaviours and English proficiency 
development based on the curriculum indicators.  In this way, the teachers produced 
a semester report and annual report to inform the Principal about students’ English 
proficiency and their own implementation of teaching methods. Foucault (1977) 
concluded that the examination is “at the centre of the procedures that constitute the 
individual as effect and object of power, as effect and object of knowledge” (p. 192). 
Thus, the examination is central to education management, which involves reports 
and feedback on the quality and implementation of the National Curriculum. As 
detailed in Chapter 3, this knowledge, documented in writing, means that the 
examination engages individuals “in a whole mass of documents that capture and fix 
them” (Foucault, 1977, p.189). 
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Table 6.3  
Summary of findings: power and pedagogy in EFL writing classes: Pastoral power 






Pastoral power Power of care that 
guides individuals 




through norms.  
Sopin exhibited 
pastoral power through 
her teaching practices, 
which guided the 
students to write in 
English and develop 
their writing skills. 
Lina established the power 
of care for her students 
when she taught writing in 
English. She also 
encouraged them to 
participate in writing 
activities. 
1. Individualisation Learn from the 
whole group, and 






Sopin used word games 
and songs to motivate 
the students to 
participate in the 





Lina assisted the students 
by giving examples of 
writing passages and 
explaining grammar rules. 
The students followed 
Lina’s writing guidance to 
perform writing tasks by 
themselves. 
2. Totalisation Learn to direct 
themselves 
following class 
norms of learning 
and teaching 
procedure. 
Sopin used group work 
activities to enable the 
students to discuss and 
brainstorm the ideas of 
writing, and learn from 
each other. 
Lina used brainstorming 
and mind-mapping 
techniques to enable the 
students to work in groups. 
She provided steps for 
completing writing tasks. 
Pastoral power and writing pedagogies 
Table 6.3 shows the summary of findings of the relations between pastoral 
power and the teachers’ practices of writing pedagogies, previously presented in 
Chapter 5. The findings reveal that Sopin and Lina used several activities and 
teaching strategies to encourage students to participate in EFL writing tasks. Pastoral 
power was exhibited in interactions between teachers and students, mediated by 
pedagogies implemented in Sopin and Lina’s practices, which aimed to enable 
students to write in English.  
As previously explained in Chapter 3, pastoral power works both ways. ‘The 
individualising and totalising form’ of pastoral power that defines the ‘modern state’ 
is predominantly exercised at the level of the individuals (Foucault, 1982, p. 782). 
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Gore (1998) defines individualisation as “giving an individual character to one 
person”, whereas totalisation is defined as “specification of collectivises, giving 
collective character” to groups (p. 242). In this thesis, two sub-categories of pastoral 
power are examined. 
1. Individualisation 
In Table 6.3, Sopin motivated the students to learn English by word puzzles or 
word games and songs at the start of the lessons, to introduce key vocabulary, to 
correct spelling and pronunciation, and to prepare the students for the writing tasks 
later in the lesson. Sopin also created a stimulating classroom environment (see 
section 5.1.1.3). In terms of power relations enacted through the teacher’s pedagogy, 
there was an exercise of pastoral power between Sopin and her students. 
Sopin circulated around the classroom to assist students who needed help by 
explaining or guiding their ideas of topics of writing. Students performed writing 
tasks under Sopin’s supervision, counselling, and suggestion, indicating students’ 
self-learning behaviours. Pastoral power was exercised when the students gained 
knowledge of accurate spelling, vocabulary choice, and used grammar by 
themselves. Gore (1995, p. 178) states that individualisation means that “giving 
individual character to oneself or another is a common technique of power in 
pedagogy”. However, Grade 5 and 6 students still needed guidance and controlled 
activities from Sopin to develop their writing skills. Thus, pastoral power was 
exercised over the individual student as a subject to be controlled and shaped through 
techniques and teaching pedagogies implemented by Sopin in order to assure the 
students’ knowledge of writing. 
In a similar way to Sopin, Lina motivated the students to develop their own 
vocabulary in English by using a mind-mapping technique. Students can generate 
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words based on a theme or topic they are interested in. They later presented their 
mindmaps to the class; this allowed Lina to watch her students’ progress in 
vocabulary knowledge. However, data from observation fieldnotes and selected 
students’ work samples showed that Lina attended to her students’ English language 
learning needs with a different set of ways to teach vocabulary in EFL. Lina 
occasionally asked students to guess word meanings or translated words in Thai. 
Examples in Chapter 5, subsection 5.1.1, illustrated that Lina focused on vocabulary 
building since she believed that knowledge of vocabulary was necessary for 4th 
Grade students. In addition, mind-mapping was used to enhance students’ writing 
ability in Lina’s classes. 
Pastoral power was exercised in Lina’s classes in a form of taking care of 
students’ learning behaviours in order to “guarantee a person’s reproduction of 
knowledge” (Foucault, 1982, p. 783). Gore (1995) noted that individualisation is a 
means of control in pastoral power, guiding the students to control their “outward 
behaviour” and ensuring that they comprehend and do not hide any lack of 
understanding from the teacher. The students were confident in Lina’s ability in 
writing, as seen from my observations that they noted down and used examples 
provided on the blackboard as a writing passage sample. The students showed their 
writing work to Lina and asked her for her opinions. Teachers as pastors need to 
provide suitable and appropriate teaching pedagogies to assure students are 
developing appropriate learning behaviours and knowledge of English language 
(Foucault, 1978). It was observed that in Sopin’s and Lina’s writing classes, pastoral 
power was demonstrated through techniques of individualisation, in which teachers 
were facilitators, guiding and assisting the students in learning writing. The students 
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did not feel controlled; rather, they built up habitual learning by repeatedly practising 
the writing activities. 
2. Totalisation 
Chapter 5 (see section 5.1.1.3) demonstrates that both Sopin and Lina started 
their classes by brainstorming, one of the activities in the pre-writing stage (Hyland, 
2003). The purposes of brainstorming were to gain students’ background knowledge 
on the specific topics, to have the students think, and to prepare them to write. In 
relation to pastoral power, the students controlled their own group work, while Sopin 
and Lina, instead of governing the class, were facilitators for developing students’ 
writing skills. In this way, students became more confident and productive in their 
English language. As noted by Gore (1995), the technique of totalisation is “the 
specification of collectives, giving collective character, which forms a readily 
recognisable element of pedagogical activity” (p. 179). 
From Lina’s answers to Question no.16 and 17 (see Chapter 5), it was clear 
that she frequently practised various spelling strategies to build up students’ 
vocabulary knowledge in order to help them write with fewer errors. Spelling 
practice, such as with word cards, was one of the strategies which Lina used to 
improve students’ writing skills. Other pedagogies, such as songs, guessing games, 
matching words and pictures were also used to help students build up knowledge of 
English vocabulary to promote their writing skills. Students learned that they needed 
to practise spelling vocabulary or writing sentences every day in order to write in 
English. It can be said that drilling was one EFL teaching technique that Lina used to 
exercise pastoral power over her students’ learning behaviour. 
In contrast, in Sopin’s class, question-answer techniques were used to motivate 
and encourage students to think. With this technique, the students discussed and 
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shared ideas with the teacher and among classmates. The teacher initially directed 
this process for the students. The students trusted the teacher as ‘an expert’, so they 
practised this pattern in their group work. The students’ interactions generated 
pastoral power because they made question-answer patterns to share ideas and learn 
from one another. This whole class activity was categorised as totalisation. 
Sopin’s answers to Question no.16 and 17 (see Chapter 5), revealed that she 
noticed that the students’ writing skills were improving with fewer mistakes made in 
spelling and vocabulary choice, although grammatical errors were still seen. Hence, 
she still focused on continually practising writing using various strategies and 
techniques to promote the students’ writing ability. 
To summarise, pastoral power, which was exhibited within the pedagogical 
practices of Lina and Sopin, unfolded in different actions, for example through 
teachers’ directed activities, students’ group work, or students’ self-learning 
behaviours. 
Table 6.4  
Summary of findings: power and pedagogy in EFL writing classes: Bio-power and governmentality 









in which Foucault 
(1978) theorised 
the modality of 
governmental 
power, was placed 
alongside of the 
other modalities 





Bio-power is a 
combination of 
disciplinary 
Sopin used the 
curriculum as a tool to 
design the course 
syllabus, and 
implemented teaching 
approaches which were 
dictated in the 
curriculum to direct her 
classes. 
Lina used curriculum 
indicators to design the 
course syllabus and 
adopted teaching 
approaches to direct her 
classes. 
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power and 
pastoral power.  
Bio-power, governmentality and writing pedagogies 
Table 6.4 summarises the evidence in Chapter 5, which brings to the discussion 
an account of bio-power and governmentality. Again, in the words of Foucault (cited 
in Ball, 2008), governmentality is concerned with the administration of life, and 
utilisation of the population as a productive resource. Bio-power is relevant to the 
concept of disciplinary power and pastoral power. Bio-power is exercised over 
people in regulating their lives and governing populations, and intersects with 
disciplinary power (Foucault, 1990a, as cited in Taylor, 2010, pp. 41-45). 
In Lina’s case, her practice of teaching was related to bio-power when she 
wrote the objectives of the lesson on the blackboard and explained what and how to 
achieve the terminal objectives to the students. Lina used a technique of gaze to 
ensure a productive learning environment and prepared the students for the English 
lesson. This was considered as a practice of disciplinary power. Disciplinary power 
as a means for correct training enables teachers to observe, regulate, and control 
students’ behaviours in order to enhance the students’ ability in English.  
Findings from interview Question no. 5 addressed bio-power (see Chapter 5), 
demonstrating that Lina’s teaching practices were related to objectives and content, 
focusing on English communicative skill drills. However, the teacher-centred 
approach was still her main approach, together with the task-based approach, known 
as 3Ps or the grammar-translation approach, which was still applied in her teaching. 
Lina attempted to apply a learner-centred approach as much as possible.  
Sopin’s case revealed how bio-power was exhibited in her teaching practices. 
Sopin monitored the students’ learning behaviours by asking about their 
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understanding of the lesson. The teacher’s gaze or examination gaze was a technique 
of disciplinary power. Sopin recorded and made comments on her teaching methods, 
and the student results relating to curriculum indicators. In this way, Sopin was able 
to perceive her students’ ability in learning English and learning development. Bio-
power operates through some techniques of discipline, such as surveillance, 
examination, and regulations. 
Sopin’s answer to Question no. 5 illustrated that teaching and learning 
activities were based on the curriculum, which guides teachers to focus on students 
as the centre of learning activities and to promote their English proficiency. In terms 
of power, Sopin exercised bio-power when she applied the educational policy to the 
real classroom situation and adopted the learner-centred approach to design her 
English lessons. 
Interestingly, Lina and Sopin had the same perspective of teaching practice 
regarding bio-power, which operated through their knowledge of the Basic 
Education Core Curriculum 2008. Lina and Sopin appropriately designed the 
English course syllabus to harmonise with the school’s context (see subsection 
5.1.3). They also performed teaching practices through setting strands and standards. 
The exercise of bio-power and governmentality was seen in teachers’ application of 
principles of curriculum policy and the implementation of learning approaches 
presented in the curriculum. Governmentality was considered in this evidence 
because Lina and Sopin reproduced the control of the curriculum into their teaching 
practices. Bio-power means to reproduce society’s standards and norms (Foucault, 
1978). 
Foucault (1978) discusses the idea that governmentality is about how a society 
thinks about governing. The Thai government manages to produce well-educated 
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students through the direction of school administration, curriculum policy, and 
teaching and learning approaches. The Basic English Curriculum (2008) and the 
Basic Education Core Curriculum (2008) are government education policies, which 
influence teachers to orient their teaching practices to the classroom in seeking to 
benefit students’ learning. 
Table 6.5  










1. Normative Subordinate 
consents to higher 
social position 
superordinate 
because of cultural 
norms. 
Daily routines established 
norms for productive 
work. For example, 
students knew the rules for 
working in pairs, hand in 
marking worksheets, and 
were allowed to use a 
dictionary for unknown 
words. Students knew 
what to do even when the 
teacher was not in the 
classroom. 
Peer checking was an 
established norm in which 
students always exchanged 
their homework, 
worksheets, workbook, etc. 
instantly; corrected 
answers and marked scores 
with minimal direct 
instruction from the 
teacher due to the 
established normative 
power of the teacher. 




Students followed Sopin’s 
instructions for fear of 
losing merit points (see 
Chapter 2). Sopin also 
made an agreement with 
the students that the names 
of those who did not 
participate in a group 
writing task, would not be 
included as group 
members. 
Lina noticed two students 
quarrelling in the writing 
class. They fought for a 
comic book which was 
hidden in a drawer of the 
desk while they were 
assigned the task to write a 




Subordinate acts for 
return of favours or 
rewards from 
superordinate. 
Sopin organised the 
students to write the 
answers on the blackboard 
by picking the students’ 
numbers randomly. She 
told the students that this 
was a fair way. 
Lina assigned writing 
tasks, which was using 
words to make 10 
sentences. The students 
negotiated to write 5 
sentences in the classroom 
and the other 5 for 
homework. Lina agreed, as 
she determined that this 
task was time-consuming 
for Grade 4 students. 
4. Charm A subordinate acts Sopin said, ‘Good job’ to Lina taught the class with a 
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out of loyalty to the 
superordinate 
because of the 
latter’s personality. 
the boy who volunteered to 
answer the question in 
front of the classroom and 
patted him gently on his 
shoulder. 
lively, enthusiastic, and a 
warm manner. 
This section discusses Carspecken’s (1996) typology of power, which is used 
to explain classroom interactions for the purposes of analysing teachers’ pedagogical 
implementation, and was theorised in Chapter 3, section 3.4. Carspecken’s four types 
of power were each observed at various times in the EFL writing classrooms in this 
study. The patterns of interaction in EFL classrooms allowed the researcher to 
understand what influenced the teachers to use or not to use overt power over their 
students. Thus, the relations between power and pedagogies implemented by Thai 
EFL teachers are compared. This section also outlines the connections between the 
observed classroom interactions with system relationships, such as the requirements 
of the national curriculum or the Thai educational system, which could lead to 
understanding power and pedagogies in the broader contexts of EFL writing 
classrooms. Each classification of power is detailed in Chapters 3 and 5. 
1. Normative power 
Normative power was exercised when the teacher set up the rules for writing 
tasks. For example, in the case of Sopin, the students knew that they must work in a 
group of four or five, and each group was required to nominate a group leader. Sopin 
told her class to write names of group members and roles as participants in a group 
writing assignment. Mills (2007) has observed in mainstream English classrooms in 
Australia that “normative statements about the right ways of acting in the classroom 
were used to control the social setting during negotiation process” (p. 228). 
Similarly, in the observed Thai classroom, Sopin established power over the Grade 5 
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class by claiming her normative rights as a teacher (Carspecken, 1996). The students 
must be obedient and respect the teacher (Carspecken, 1996; Mills, 2007).  
Similarly, the use of normative power was noticed in Lina’s practice of writing 
pedagogies. Lina taught one of the writing lessons by using vocabulary and the 
jigsaw technique. The jigsaw technique starts by giving each group a different topic, 
re-mixing groups with one, called an ‘expert’ on each topic, who has to teach his new 
group (Silberman, 1996). However, the jigsaw technique, which was adapted into 
Lina’s writing class as a pre-writing activity, was a little different. In her classes, 
Lina appointed one student who was good at English as an ‘expert’, whose duty was 
to lead the group work. In Lina’s writing class, the ‘jigsaw technique’ allowed the 
teacher to provide normative power to the ‘expert’ student. In a group, an ‘expert’ 
student was the leader who assigned each member a task, such as looking up the 
meanings of new words and rearranging the pictures matching with the story. The 
group members followed the ‘expert’ student’s guidance because they trusted his or 
her English competence. Moreover, the ‘expert’ students were appointed by a 
teacher, which enabled them command the group members’ obedience.  
It is known that the jigsaw technique is a useful tool to teach writing (Aronson, 
2000; Kessler, 1992), often implemented in EFL classrooms because it can improve 
students’ writing skills and encourage them in cooperative learning. Students knew 
that when they finished the writing task, they had to exchange their work with peers 
to check answers. It is noted that this peer-checking is often seen in the process 
approach to writing. It is not a completely student-led process because students only 
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2. Coercive power  
In the Thai EFL writing classrooms, coercive power was exercised to assist 
teachers to control the classes by rule, including sanctions and acts of punishment 
(Carspecken, 1996). The practices of the two teacher participants illustrate the 
evidence of using coercive power in a different ways. This is shown as follows. 
Sopin gained consent from her students to ensure that they did not interrupt the 
writing class. For fear of punishment, students avoided consequences, making sure 
that they did not talk to each other while studying or ignoring the teacher’s 
explanations. However, coercive power exercised by Sopin was observed in that she 
made an agreement with the students that those who did not participate in a group 
writing task would not be listed as group members. She also spoke with a sharp and 
firm voice, ‘Stop talking’, ‘Quiet’ to the students (see also Chapter 5).  
Similar to Sopin, Lina used coercive power to maintain her authoritative status 
as a teacher with low cast eyes and a loud voice. Lina said, “If you don’t stop 
fighting, you will get out of the classroom”. This happened when the students were 
required to write five sentences, but two quarrelling boys were fighting for a comic 
book. They stopped fighting and continued their writing work. Students obeyed and 
followed the rules set by the teacher as a class to avoid sanctions. It is important to 
note that teachers used coercive power by reducing points or threatening that 
students would fail the test (Pane, 2009). It is recommended that coercive power not 
be used to arrange the social space since it may “exclude certain students from 
accessing multiliteracies” (Carspecken, 1996, as cited in Mills, 2007, p. 239). 
Students still had access to the lessons, and could learn in the classroom, but were 
banished to the punishment area (see Chapter 5). They were still learning because in 
the punishment area, which was at the back of the classroom, they were seated facing 
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the teacher and the blackboard. Mills (2007) argued that coercive power can 
“implicitly maintain learners’ existing levels of access to literacies as a marginalising 
practice of social regulation” (p. 238).  
3. Interactively established contracts  
It seems that interactively established contracts (see Table 6.5) were observed 
in Lina’s classes on several occasions, since she used her charm to maintain students’ 
focus on the English writing lessons. Her “authoritative status as a teacher” 
(Carspecken, 1996) with a warm and friendly manner, won the students’ hearts. 
However, when Lina assigned writing tasks, which required the students to make ten 
sentences using the new words, the students negotiated with Lina to reduce the 
demands, asking if they could write five sentences in the classroom, and completing 
the other five for homework. Lina agreed to this informal ‘contract’, as she 
determined that this task was time-consuming for Grade 4 students. Due to Lina’s 
personality, all Grade 4 students wanted to study with her and wanted to show their 
cooperation. For example, when Lina explained how to use Simple Past Tense to 
write about past events, her students listened attentively. Pane et al. (2014) assert that 
interactively established contracts (Carspecken, 1996) create negotiation “based on 
an implicit level of understanding between participants” (p. 309). 
In contrast, Sopin used interactively established contracts while she organised 
the students to write the answers on the blackboard by randomly selecting the 
students’ numbers on a name list. She told the students that this was a fair way, so 
the students gave her consent to do their writing activities, and were ready to be 
selected to write their answers on the blackboard. Carspecken (1996, pp. 128-130) 
argues that interactively established contracts as a form of power are observed in a 
school setting because the interactions between students and the teacher are often 
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seen. Pane et al. (2014) reported that when normative power did not enforce a 
teacher’s classroom relationship expectations, the teacher established interactively 
established contracts “to encourage students to practise prompts for the upcoming 
high-stakes test by writing about what happened outside of school” (p. 315).  
4. Charm  
In Table 6.5, charm was generated through the teacher’s verbal praise and 
personality. Pane et al. (2014) noted that charm comprises “culturally relevant, 
positive, and appropriate humour; smiling, laughing, and teasing to encourage 
students; and reducing social distance to show concern and care” (p. 309). Charm is 
considered as a type of reward (Carspecken, 1996); for example, Lina used verbal 
expressions of praise, such as, ‘Well done!’ as a reward to Student 4.1 (see 
subsection 5.1.1.4) because that student corrected the sentence and substituted the 
incorrect word ‘go’ with the correct word ‘went’. In this way, Student 4.1 received a 
positive reinforcement to continue learning. Similarly, in terms of verbal approval, 
Sopin said, ‘Good job’ to the boy who volunteered to answer the question in front of 
the classroom, and then she patted him gently on his shoulder.  
Lina taught her class with a lively, enthusiastic, and warm manner. Her 
students showed their cooperation and attention to the mind-mapping activity. 
Carspecken (1996, p. 126) argues that charm is a part of a teacher’s personality, 
which affects the students’ motivation to learn English and therefore, “the teacher 
gains the students’ obedience”. 
Interestingly, Ja was willing to help Sopin clean up the blackboard. Mana 
offered to carry a pile of notebooks from the classroom to the teacher’s room. Nook 
was happy with Lina’s compliment on her homework, which was all correct, with 
neat handwriting, and clean. She said ‘Thank you, teacher Lina’. These examples 
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confirm the exercise of charm between the teacher and students as a form of power. 
Mills (2007) illustrates that charm is exhibited “when a teacher praises a child for 
their good idea, causing a peer, who has made little contribution to a collaborative 
task, to start participating enthusiastically and industriously” (p. 230). 
6.2 CONCLUSION 
As stated in Chapter 1, an outcome of the findings will be to make a theoretical 
contribution to understanding how power operates in relation to EFL writing 
pedagogies at the Thai primary school level, with implications for the adoption of 
multi-strategy approaches to teaching writing, whilst promoting English 
communicative competence in EFL classroom contexts. 
This study reveals the possibility of applying a sociocultural perspective in 
English language teaching to the Thai EFL writing classroom at a primary school 
level. Critical ethnography used in this study is useful in terms of permitting the 
researcher to investigate the relations between power and pedagogies – seen through 
classroom observations and teacher participant interviews. 
The Grade 4-6 classes observed in this study were not completely regulated by 
the direct exercise of disciplinary power, as pedagogies were varied, and combined 
student-centred, whole language, and teacher-centred approaches. The regulation of 
social action was sometimes subtle, ingrained in the routines of classroom practices 
built up historically in Thai classrooms. The students’ behaviour had become 
routinised, since surveillance by the teachers made students aware of being observed, 
as in the Panopticon gaze (Foucault, 1977), which did not require the direct oversight 
of the teacher. 
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In this thesis, all the power relations observed in the EFL classrooms were 
associated with social ideology, curriculum policy, and pedagogy. The English 
curriculum can be viewed as a means of generating power to control not only 
students but also teachers, since teachers are curriculum implementers who employ 
teaching approaches, while students are subject to the curriculum benchmarks. In a 
primary school, the specific context in which this study took place, power relations 
were found to be exercised by teachers and students in the writing classes. For 
example, while students were assigned to learn in the classroom where the teacher 
observed them, students then recognised that the teacher was performing the teaching 
job as well. This means teachers must follow school policy, work in the classroom, 
monitor students’ learning behaviours, and create a pleasant learning environment, 
for example. 
However, this study supplements existing understandings of power relations by 
providing empirical evidence detailing the influence of the cultural, social, 
educational, economic and globalised demands of learning English in Thai school 
contexts. The findings might help to increase the understanding of the importance of 
bio-power and governmentality in relation to educational policy, which is involved in 
curriculum reform, teachers’ interpretation of the curriculum, pedagogy, and power. 
In previous studies, Foucauldian literature (e.g. 1977; 1982; 1984) has been 
employed to interpret the relations between power, pedagogy, and language 
classrooms. However, the findings of this study confirm the empirical evidence of 
the existing theories of power relations and pedagogy, especially in a non-Western 
context at the sociocultural and socio-economic school level. It is noted that there are 
still unbalanced power relations when viewed through the lens of critical applied 
linguistics in EFL classrooms (Ruan & Ma, 2013). Future studies could shift from 
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focusing on linguistic features to social and cultural impacts on language learning to 
find ways of empowering the development of theories regarding power relations and 
pedagogies. Mills (2007) suggests that “cultural and linguistic diversity must be seen 
as a powerful classroom resource for access to literacies, not only for marginalised 
groups, but also for the benefit of all” (p. 240). This study has illustrated the various 
power mechanisms inherent in EFL pedagogies, and how these manifest in Thai 
classrooms. 
By employing Foucault’s theories of power, the findings from this critical 
research have clearly shown the relations between power and pedagogies in a 
specific Thai EFL context. Foucault’s notions of power allowed the researcher to 
investigate the teachers’ application of pedagogies which were derived from the 
national curriculum in a real school setting. The interpretation of data and discussion 
of the data yield better understandings of how power relations have potentially 
influenced writing pedagogies in a particular context. In terms of teaching 
approaches, guided by the curriculum, this study has confirmed that teachers’ roles 
should shift from a controller, leader, or dominant power in the classroom, to a 
facilitator, not only in the teaching of English writing, but also in the teaching of 
English vocabulary and grammar. In spite of a strong Thai culture which influences 
teaching and learning procedures in EFL classrooms, the findings of this study have 
shown the importance of the relations between power exercised in didactic 
pedagogies and facilitating effective teaching. 
Explicit power circulated in the classroom space of the two teacher 
participants, and there were both similarities and differences in their teaching 
practices. This comparison has generated understandings which are aligned to the 
research question of this study. 
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“How is power implicated in EFL writing pedagogies in Thai primary 
classrooms?”  
The summary of the exercise of disciplinary power (Tables 6.1 and 6.2) has 
illustrated that classroom spaces are social sites (Carspecken, 1996). The discussion 
of the research findings has demonstrated that these teachers exhibited multiple 
forms of power in their pedagogies, which were examined using Foucault’s 
principles of power (1977; 1982; 1984; 1991; 1995; 2000; 2002). Surveillance was 
applied through the classroom space where pedagogies were implemented by the 
teacher; however, students’ self-surveillance was exhibited in some classroom 
activities (Gallagher, 2010; Hanaki, 2007; Mills, 2007; Oral, 2013). In this study, the 
teachers’ surveillance enabled the teachers to seek appropriate classroom activities 
and writing pedagogies for success in EFL classes. 
Disciplinary power and its techniques, called techniques of training (Foucault, 
1977), were exercised in all classes. Normalising judgment is one component of 
establishing discipline power (Foucault, 1977); the teacher was establishing 
“disciplinary power over the students’ bodies, and the discipline over the students’ 
bodies leads to discipline over their minds” (Hanaki, 2007, p. 23). In this thesis, the 
terms ‘reward’ and ‘coercive power’ were borrowed to explain what Foucault (1977) 
calls ‘punishment’. He states “Punishment is only one element of a double system of 
gratification-punishment” (p. 180), which is defined as rewards for ‘good’ 
behaviours. Grades or ranks have a double role; they rank or measure individuals and 
place them in a ‘hierarchical system’; for ‘good’ or ‘diligent’ students, ranks are 
considered ‘reward’, while for ‘bad’ or ‘lazy’ students, ranks work as coercive 
punishment (Elliott, 1999; Foucault, 1977). 
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Disciplinary power within EFL classrooms was analysed in the research 
evidence, for example, the teacher’s implementation of a teacher-centred approach 
enabled the teachers to exert the ‘teacher’s gaze’ in a hierarchical observation over 
the class and individuals. In this study, the way teachers implement English writing 
pedagogies relates to certain types of power, which are exercised in the school and 
classroom.  
The findings of this study seem to imply that ‘power’ is good thing in 
accordance with Foucauldian notion of power as ‘enabling and constraining’. It is 
clear that resistance to power in the EFL classroom can be examined in different 
areas of research, and should not limited solely to language education. It is 
interesting to explore the way students exhibit a power of resistance to English 
language learning in classrooms and outside the classroom. For example, a student 
does not do his English homework at home. He does not read nor write English 
sentences. However, at school, he pretends to be a ‘good’ student, doing assigned 
tasks in the English classroom.  
Most importantly, the use of Foucault’s theories of power relations was 
beneficial in an interpretation of the teachers’ enactment of EFL writing pedagogies 
in the specific EFL context of Thailand. This is because power is not an object, but a 
relationship (Foucault, 1982). Thus, teacher-student interaction generates particular 
sorts of power while teaching pedagogies are carried out. Examining pedagogical 
practices can offer new perspectives about the teacher, the student, and the power 
relationships constructed during their interactions in particular EFL contexts. This is 
useful for EFL teacher training since it shows how power occurs and influences each 
enacted pedagogy. 
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As seen from the findings of bio-power and governmentality analysis in this 
study, the EFL teachers perceived and implemented an application of teaching and 
learning English, based on the strands and standards of compulsory English language 
for the upper primary school level (Grades 4-6). On the contrary, the EFL teachers 
found it somewhat beneficial to the students when they carried out their EFL classes 
in a traditional rote teaching style, or didactic teaching. The teachers tried to instruct 
their English lessons with Communicative Language Teaching (CLT) approaches 
most of the time. From the interview data analysis, it was evident that there needs to 
be a policy or a process by the Thai Educational Ministry to organise training 
sessions with relevant topics to the National English Curriculum, to recruit a 
sufficient number of English major EFL teachers to primary schooling, and to 
mandate that all Thai English teachers take EFL pedagogy courses or training 
workshops. These should encourage and motivate EFL teachers to develop their 
English pedagogical proficiency, together with their English proficiency.  
From the analysis of different interactions in the EFL classrooms in this study, 
it could be argued that by switching L2 to L1, both teachers could create active 
learning environments. The use of L1 is considered a useful strategy for students to 
attain a better understanding of the grammar taught in the classes. Further, the 
teachers used L1 to address the power of coercion when they wanted to exert 
sanctions to stop students’ undesirable behaviours. This phenomenon seems to be an 
important issue to seek for power of resistance. In order to clarify this point, it is 
important to understand that sometimes the students in the EFL classrooms waited 
for the teachers to use code-switching to explain topics. For example, students 
resisted the teacher who only used English to communicate with them. They did not 
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answer any questions, but when code switching was used, the students seemed to 
understand and to be cooperative.  
6.3 LIMITATIONS OF THE RESEARCH 
The present study has certain limitations that need to be taken into 
consideration. Although the limitations of the different research tools and techniques 
employed in this study were discussed in Chapter 4, a number of other factors 
influence the utility of the findings of this study are recognised here. 
As this study only examined two teacher participants at one primary school in 
Thailand, the results cannot be generalised to other contexts. As previously 
mentioned, it was not intended that the study would provide a ‘truthful’ picture of all 
EFL classroom practices in Thailand, or power and pedagogical issues in 
contemporary teacher-student relationships. Rather, the study sought deep insight 
into particular expressions of power and pedagogy. To confirm the results of this 
study, this research should be replicated with more teachers at different schools and 
at different educational levels in various academic disciplines, but particularly in 
EFL contexts. 
A related limitation is that while the school enrolled over 300 students, the 
population of students in this research was also relatively small. Also, it involved 
teacher participants teaching only in the upper primary school level. Similarly, the 
diversity between EFL instruction in Thailand and in cultural contexts worldwide 
cannot be assumed. Even though the researcher has made comparison of similarities 
and differences of pedagogies and exercises of power among the teacher participants, 
it is noted that cultural differences are likely to influence the transferability of the 
findings in terms of the precise ways in which power and pedagogies function in 
particular EFL contexts.  
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The critical ethnographic method used in this study was limited in terms of the 
historical perspectives and changes over time, which influence the social site, which 
could not be observed during the short weeks of fieldwork in this study. As 
Hammersley (2006) noted, ethnographers encounter a number of important issues, 
for example, “the issue of the spatial and temporal parameters of data collection and 
the nature of socio-cultural phenomena, how context should be taken into account, 
what can and cannot be inferred from particular sorts of data, and issues about the 
very purpose of ethnographic work” (p. 11). Hammersley (2006) also illustrates that 
short time periods in which ethnographers “study only parts of people’s lives lead to 
problems of sampling and generalisation of data” (p. 6). 
This study focused solely on investigating the relationship between power 
relations and EFL writing pedagogies. Further relevant research should also take into 
account particular writing pedagogies in different EFL contexts and how these 
interact with the operation of different types of power.  
6.4 RECOMMENDATIONS 
Recommendations directly drawn from this study contribute to theory and 
practice changes, future research, and educational policy, in Thailand and elsewhere 
where similar EFL teaching challenges occur. 
 Recommendations for Theory  
 The findings of this study have clearly shown that Foucault’s conceptions of 
power can be applied to examine what forms of power and how such forms of power 
are exercised in relation to pedagogies in the EFL classroom. For instance, power 
conceptions can be used by researchers to conduct studies in relation to discourses 
and disciplinary power. As Lefstein (2002) draws on Foucault to argue that power 
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“does not have to be actively and consciously exercised by the teachers”; rather, 
power “is distributed throughout the school structure, in the minute details of spatial, 
temporal, and organisational arrangements” (p. 1631). As Baildon (2008) observes, 
schooling is viewed as “central to training students in skills, knowledge”, and is 
considered “necessary to compete in a globalised and post-industrial work force” (p. 
132). Seen through Foucault’s theory of power, not only teacher and student 
interactions, but also texts, discourse, curriculum documents, spatial arrangement of 
classroom furniture and people, as well as pedagogies, can be analysed regarding 
power, which circulates in their relationships.  
 As this study has observed, traditional methods of teaching and learning 
currently dominate teaching and learning practice in Thai primary schools. 
Examining how power operates and is constituted in the system enables practitioners 
to move beyond a teacher dictated and controlled environment to being a facilitator. 
For example, Lina exerted pastoral power and disciplinary power in her writing 
classrooms by setting up the writing activities, which required students to work in a 
group. These activities enabled the students to brainstorm, discuss, and write a story 
in English. Lina acted as a facilitator rather than a didactic teacher in these activities. 
 Additionally, coercive power which a teacher uses, such as shame, punishment, 
and guilt, is intended to produce teacher influence over the students (Foucault, 1977). 
On the other hand, students might reject the coercive claim through resistance. The 
teacher needs to apply other forms of power, such as interactively established 
contracts and normative power (Carspecken, 1996). Incorporating power as “a set of 
relations” (Foucault, 1980, p. 198), and active orientation towards pastoral power, 
enables teachers to understand forms of power in their actions, which impact 
teaching instructions.  
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 Recommendations for Practice 
 A recommendation for practice is that teachers in Thailand or other similar 
EFL contexts should make changes in their teaching methods, which seems currently 
to be governed by the overt use of disciplinary power. For example, based on the 
findings in Chapter 5, power is not always exercised by the teachers; rather, in some 
instances (5.1.4), the students demonstrated resistance of power to the teachers in the 
EFL classrooms. For instance, the strict classroom routine enforced by the teacher 
resulted in student resistance. This challenged the authority of the teachers and 
prevented the students from learning English. 
 Based on data analysis, this study has revealed that the relations between 
power and pedagogies should be clearly explained to teachers, such as the use of 
space and time in the classroom, surveillance, disciplinary techniques, and pastoral 
power. Government and education stakeholders could consider that power relations 
influence pedagogical practices. As Gore (1995) argued, power functions in schools 
and cultural and social practices according to how the teacher regulates student 
behaviour in the classroom. Therefore, it is necessary to make explicit the relations 
between power and pedagogies to teachers. 
 Further, mentoring should address “control issues and the interrelationship 
between instructional and disciplinary” decisions of teachers (Winograd, 2002 as 
cited in Lefstein, 2002, p. 1649). Based on the findings of this study, understanding 
power would assist EFL teachers to understand unequal power relations. Therefore, 
instead of teachers having overt or dominant power and viewing students as subjects 
to be controlled, teachers will see students as critical agents, able to exert change and 
influence, and able to interrogate the messages that they read in English texts.  
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 In terms of practice, a deeper understanding of power would enable teachers to 
develop learning resources and worksheets that engage students in peer learning and 
stimulate a deeper facilitative process for the teacher. If teachers see power as a set 
of relations, there would be a major change in terms of lesson plans, which are more 
likely to allow students to engage in a learner-centred activity. 
 Recommendations for Policy 
 A recommendation for policy is significant within the context of current 
education legislation. According to the Ministry of Education Thailand, EFL teachers 
are required to implement the Basic English Core Curriculum 2008. Thai Teachers 
of English always negotiate the application of language policy in their classrooms 
whilst coping with unsteady educational policies, benchmarks, time limitations, 
syllabus designs, and so on. Based on the findings of this study, many examples 
suggest that teacher participants struggled to apply the learner-centred approach as 
required in the curriculum; however, they found that sometimes other approaches 
were more efficient (e.g. direct instruction). It was obvious from the findings of this 
study that what teachers enacted in classroom situations required higher levels of 
assistance from the system for teachers to cope with new curriculum requirements 
and philosophical shifts behind the approaches described in the curriculum.  
 It should be noted that teachers should explore and discuss their own teaching 
experiences because it is teachers who ‘perform’ the use and the practice of policy. 
This could contribute not only to the teacher professional development in Thailand, 
but to government policy changes. That means the Ministry of Education Thailand 
should consider training courses or seminars for Thai teachers of English and pre-
service teachers at universities, which can be applied to authentic classroom 
  
Chapter 6: Discussions, Conclusion, and Recommendations 279 
teaching. It is recommended that policy needs to be explicitly focused on learner-
centred pedagogies.  
 Recommendations for Research 
 Given that English is important today and will continue to be in the future, 
more critical research on the impact that power relations have in various EFL 
contexts needs to be conducted. Thus, it is recommended that there should be 
substantial research through regular studies. For example, in the EFL class, it is 
important to use reward power to maintain the social relationship between students’ 
motivation in learning English language and the teachers’ practice (see Chapter 5). 
As Foucault (1977) points out, “the teacher must avoid, as far as possible, the use of 
punishment; on the contrary, he (the teacher) must endeavour to make rewards more 
frequent than penalties” (p. 180). 
 On the other hand, charm is a positive reinforcement to gain students’ 
willingness to learn English language, and also enables teachers to recognise 
students’ efforts to learn English. For example, in this study, the findings (5.1.1.4) 
demonstrate how encouragement and praise resulted in positive reinforcement in the 
EFL classroom. For example, by using gestures to designate acceptance and respect, 
such as teachers nodding when they agree with students, students realise that the 
teacher approves of their behaviours (Carspecken, 1996).  
 Based on the discussion of this study, it is recommended that there should be 
research investigating “charm”, which is recognised as one of the interactive forms 
of power in teacher and student classroom interaction. Future research, alternatively, 
might involve the study of “charm” and how teachers embody this type of power in 
their EFL classrooms.  
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6.5 SUMMARY 
The researcher conducted this study at QUT, which has involved one PhD 
candidate from the East struggling to learn research methods and theories from the 
west. This led to the difficulty of contextualising of the literature, which was relevant 
to Foucault’s power theories, EFL pedagogies, and critical ethnography. In this 
sense, this study is complex in terms of employing theories from the West to conduct 
research in Thai (Eastern) EFL classrooms. The findings from this study have shown 
important evidence of how power inherent in the English language in a ‘foreign’ 
context influences students and teachers in this particular environment. The analysis 
and discussion of the data illustrated how different sorts of power are exercised in the 
interactions of teachers and students. Further, the discussion revealed who held what 
forms of power over others. While this study highlights that different forms of power 
are implicated in teachers’ pedagogies, several particular perspectives for 
consideration are proposed for future research in relevant areas. However, this study 
potentially confirmed that applying Foucault’s theories of power, developed from 
French philosophy, can be used as a lens to analyse the set of data within the 
particular context of Thai EFL schooling, and can yield research significance. This 
study might provide benefits to teachers, academics, and researchers who are 
interested in conducting research studies with young English language students in 
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English Language Basic Education Core Curriculum 2008: Learning area of 
foreign language: strands and outcomes 
Strand 1: Language 
for Communication 
Grade level indicators 
Standard 1.1: 
Understanding of and 
capacity to interpret 
what has been heard 
and read from various 
types of media, and 
ability to express 
opinions with proper 
reasoning 
Grade 4 Grade 5 Grade 6 






2. Pronounce and 
spell words; 
accurately read 
aloud groups of 
words, sentences, 





3. Choose/ specify 
the pictures or 
symbols or signs 
corresponding to 
the meanings of 
sentences and 
short texts heard 
or read. 
4. Answer questions 










heard or read. 
2. Accurately read 
aloud sentences, 





3. Specify/ draw 
the symbols or 
signs 
corresponding to 
the meanings of 
sentences and 
short texts heard 
or read. 
4. Tell the main 
points and 
answer questions 
from listening to 
and reading 
dialogues and 
simple tales or 
short texts. 
 





heard or read. 
2. Accurately read 
aloud texts, tales 
and short poems 
by observing the 
principles of 
reading. 
3. Choose/ specify 
the sentences or 
short texts 
corresponding to 
the meanings of 
symbols or signs 
read. 
4. Tell the main 
idea and answer 
questions from 
listening to and 
reading 
dialogues, simple 





for exchange of data 
and information; 
efficient expression 
Grade 4 Grade 5 Grade 6 




2. Use orders, 
requests and 
1. Speak/ write in 
an exchange in 
interpersonal 
communication. 
2. Use orders and 
requests for 
1. Speak/ write in 
an exchange in 
interpersonal 
communication. 
2. Use orders, 
requests and give 
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3. Speak/ write to 
express their own 
needs and to ask 
for help in simple 
situations. 
4. Speak/ write to 





5. Speak to express 
their own feelings 
about various 
matters around 







3. Speak/ write to 
express needs, ask 
for help and agree 
and refuse to give 
help in simple 
situations. 
4. Speak/ write to 







5. Speak/ write to 
express their own 
feelings about 
various matters 
around them and 
various activities, 




3. Speak/ write to 
express needs, 
ask for help and 
agree and refuse 
to give help in 
simple situations. 
4. Speak/ write to 







5. Speak/ write to 
express their own 
feelings about 
various matters 
around them and 
various activities, 
as well as 
provide brief 
justifications. 
Standard 1.3: Ability 
to present data, 
information, concepts 
and views about 
various matters 
through speaking and 
writing 
Grade 4 Grade 5 Grade 6 
1. Speak/ write to 




2. Speak/ draw 




according to what 
they have heard 
or read. 




1. Speak/ write to 




2. Draw pictures, 
plans and charts 
to show various 
data heard or 
read. 





1. Speak/ write to 
give data about 
themselves, their 
friends and the 
environment 
around them. 
2. Draw pictures, 
plans, charts, and 
tables to show 
various data heard 
or read. 





Strand 2: Language 
and Culture 
Grade level indicators 
Standard 2.1: Grade 4 Grade 5 Grade 6 
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Appreciation of the 
relationship between 
language and culture 
of native speakers 
and capacity for use 
of language 
appropriate to 
occasions and places 






and culture of 
native speakers. 











their age levels. 
1. Use words, tone 
of voice and 
polite gestures in 
accordance with 
social manners 
and culture of 
native speakers. 
2. Answer 














1. 1.    Use words, tone 




by observing the 
social manners 
and culture of 
native speakers. 




lifestyles of native 
speakers. 










language and culture 
of native and Thai 
speakers, and 
capacity for accurate 
and appropriate use 
of language 
Grade 4 Grade 5 Grade 6 
1. 1.  Tell differences of 
the sounds of the 
alphabet, words, 
groups of words, 
sentences and 
texts in foreign 
languages and 
Thai language. 





celebrations in the 
culture of native 
speakers and 
those in Thailand. 




various kinds of 
sentences, use of 
pronunciation 













celebrations in the 
culture of native 
speakers and 
those in Thailand. 




various kinds of 
sentences, use of 
pronunciation 
















and those of 
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Thais. 
 
Strand 3: Language 
and Relationship 
with Other Learning 
Areas 
Grade level indicators 
Standard 3.1: Usage 
of foreign languages 
to link knowledge 
with other learning 
areas, as foundation 
for further 
development and to 
seek knowledge and 
widen one’s world 
view 
Grade 4 Grade 5 Grade 6 
6. 1.  Search for and 
collect the terms 
related to other 
learning areas, 




8. 1.  Search for and 
collect the terms 
related to other 
learning areas, 




10. 1.  Search for and 
collect the terms 







Strand 4: Language 
and Relationship 
with Community 
and the world 
Grade level indicators 
Standard 4.1: Ability 
to use foreign 
languages in various 
situations in school, 
community and 
society 
Grade 4 Grade 5 Grade 6 
11. 1.  Listen and speak 
in situations in the 
classroom and in 
school. 
12.  
13. 1.  Listen, speak and 
read/write in 
various situations 
in the classroom 
and in school. 
14. 1.  Use language for 
communication in 
various situations 
in the classroom 
and in school. 
Standard 4.2: Usage 
of foreign languages 
as basic tools for 
further education, 
livelihood and 
exchange of learning 
with the world 
community 
Grade 4 Grade 5 Grade 6 
15. 1.  Use foreign 
languages to 




17. 1.  Use foreign 
languages to 




19. 1.  Use foreign 
languages to 















The original transcription 
in Thai language 
Translation by the 
researcher and a translator 
Transcription edited by 
the supervisory team and 
an accredited editor 
Coding 
1. ในช่วงเรียนชั้นระดบัประถมศึกษาจะ 
เป็นการสอนเขียนค าศพัท ์ประโยคง่าย ๆ 
ไม่ซับซ้อน เป็น simple sentence ไม่ใช่ 
complex sentence วธีิสอนจะเป็นค าศพัท ์
มาแต่งประโยคให้ถูกตามหลกั  
grammar มธัยมศึกษาจะมีเน้ือหาเขม้ขน้  
แต่ยงัเป็นทกัษะเดิมแต่เพิ่มเติมมากข้ึน 
เขียนตาม structure ท่ีครูสอน  
ระดบัมหาวิทยาลยัการเรียนการเขียน 
ภาษาองักฤษ ยงัไม่ชดัเจน แต่มี 
โครงสร้างซับซ้อนมากข้ึน มีการเขียน 
เรียงความ  เร่ืองราวเก่ียวกบัตนเอง 
เขียนตามหัวขอ้ ตอ้งการฝึกฝนให้มาก 
 
In the primary level, I was 
taught simple vocabularies 
and simple sentences, not the 
complex ones. The method of 
teaching was to make 
sentences with the 
vocabularies grammatically 
while in the secondary level, 
the contents were more 
intensive, but the skills were 
as in the primary and more 
complicated. The writing was 
as the structure taught by the 
teachers. In the university, 
learning to write in English 
was not clear in terms of the 
methods, but there was more 
complex structure. There 
were also writing essays, 
writing biography and writing 
with the topics which needed 
more practice. 
In the primary level, I was 
taught simple vocabularies 
and simple sentences, not 
the complex ones. The 
method of teaching was to 
make sentences with the 
vocabulary usage correct, 
while at the secondary 
level, the content was more 
intensive. The skills in the 
primary school curriculum 
were more complicated. 
The writing was as the 
structure taught by the 
teachers. In the university, 
learning to write in English 
was not clear in terms of the 
methods, but there was 
more complex structure. 
There were also writing 
essays, writing biography 
and writing with the topics, 








มหาวทิยาลยัน ามาสอน โดยเร่ิมจาก 
ประเทศไทย 
เนน้ทกัษะเร่ืองของโครงสร้างภาษา 
ไวยากรณ์ เป็นอนัดบัแรก ยงัคงสอน 




For the experiences in 
teaching writing in English to 
the primary students, the 
experiences from the primary, 
the secondary and the 
university were applied, 
starting from focusing on 
language structure and 
grammar. Furthermore, 
vocabularies, structure and 
forms of sentences were 
taught. The students also 
practiced writing and they 
wrote more from the 
examples. 
For the experiences in 
teaching writing in English 
to the primary students, the 
experiences from the 
primary, the secondary and 
the university were applied, 
starting from focusing on 
language structure and 
grammar. Furthermore, 
vocabularies, structure and 
forms of sentences were 
taught. The students also 
practiced writing and they 





องักฤษ  จุดแขง็คือทกัษะของผูเ้รียน 
คือความรู้ในเร่ืองของค าศพัท ์และ 
ทกัษะในการน าค าศพัทไ์ปใช้ในการ 
เขียนประโยค มีความรู้เร่ือง 
โครงสร้างประโยคท่ีจะน ามาเขียน  
แต่จุดอ่อนก็คือ ค  าศพัทไ์ม่แน่นพอ 
ไม่มัน่ใจในการใชศ้พัทม์าแต่งประโยค 
The strong point of teaching 
writing was the learners' skills 
in vocabularies and they were 
used in writing sentences. The 
learners also understood the 
structure of the sentences to 
be written. However, the 
weak point was they did not 
know the vocabularies clearly 
so they did not have any 
The strong point of teaching 
writing was the learners' 
skills in vocabularies. The 
learners also understood the 
structure of the sentences to 
be written. However, the 
weak point was that they 
did not know meanings of 
vocabulary clearly so they 
did not have any confidence 
Lina’s 
background 
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เขียน หรือสะกดค าศพัทผ์ดิ 
พื้นฐานวงค าศพัทจ์ะนอ้ยไป 
 
confidence to apply the 
vocabularies to make 
sentences. They also misspelt 
the vocabularies and did not 
know the vocabularies as 
much as they had to. 
to apply the vocabulary to 
make sentences. They also 
misspelt the vocabulary and 
did not know the 
vocabulary as much as they 
had to. 
4. มีการอบรมจากศูนย ์ERIC ซ่ึงตอนน้ี 




รวม ๆ เช่น phonetics and communicative 




การทกัทาย แนะน าตนเอง แนะน าสถานท่ี 
เนน้การพูดเพื่อการส่ือสาร  
การเขียนจะเป็นเพียงเส้ียวหน่ึงของการ 
อบรมทุกคร้ัง มีการอบรม CLT 
แต่การเขียนก็ยงัคงเป็นเพียงทกัษะท่ีมี 
การกล่าวถึงในช่วงทา้ย ๆ  
 
The teacher was trained by 
ERIC, which has been 
renamed as PEERS, in 
Lampang.  She was also 
trained by British Council and 
the training was held by 
Office of the Basic Education 
Commission, but it was all 
skills training, not only 
writing, such as phonetics and 
communicative English 
focusing on English for daily 
life. It was held in order to 
prepare the learners for 
ASEAN Economic 
Committee: AEC. The 
training was also about 





while English writing is a 
little part of the training. 
There were also some 
Communicative Language 
Teaching training, but the 
writing was just a skill 
mentioned in the last session. 
I was trained by ERIC, 
which has been renamed as 
PEERS, in Lampang.  I was 
also trained by British 
Council and the training 
was held by Office of the 
Basic Education 
Commission, but it was all 
skills training, not only 
writing, such as phonetics 
and communicative English 
focusing on English for 
daily life. It was held in 
order to prepare the learners 
for ASEAN Economic 
Committee: AEC. The 
training was also about 





while English writing is a 
little part of the training. 
There were also 
Communicative Language 
Teaching training, but the 
writing was just a skill 





สูตรการศึกษาขั้นพื้นฐานปี  2551 
ขั้นตอนการสอนเป็น 3Ps communicative 
approach แต่มีทฤษฎี อ่ืน ๆ 
ท่ีสามารถน ามาประยกุตใ์ชใ้น 
การสอน ไม่ใช่ student-centred approach 
ทั้งหมด เป็น teacher-centred กบั  




The English curriculum used 
in the school was based on the 
Basic Education Core 
Curriculum B.E. 2551 (A.D. 
2008) which the teaching 
process was 3Ps 
communicative approach and 
other theories applied for the 
teaching. It was not all the 
student-centred approach, but 
it was a combination of 
teacher-centred approach and 
student-centred approach 
because the teachers 
sometimes had to guide the 
learners. 
The English curriculum 
used in the school was 
based on the Basic 
Education Core Curriculum 
B.E. 2551 (A.D. 2008) 
which the teaching process 
was 3Ps communicative 
approach and other theories 
applied for the teaching. It 
was not all the student-
centred approach, but it was 
a combination of teacher-
centred approach and 
student-centred approach 
because the teachers 














แกนกลาง 70% : 30 % 
มีการวเิคราะห์หลกัสูตรวา่อยา่งไรจะ 
The curriculum used in the 
school associated with the 
Office of the Basic Education 
Commission’s curriculum or 
the Basic Education Core 
The curriculum used in the 
school was associated with 
the Office of the Basic 
Education Commission’s 
curriculum or the Basic 
Bio-power was 
exhibited here 
by Lina since 







Curriculum B.E. 2551 (A.D. 
2008) with a proportion of 
70:30. There was an analysis 
the suitability of its 
curriculum with the contexts 
of the school, the students’ 
family and community. 
Education Core Curriculum 
B.E. 2551 (A.D. 2008) with 
a proportion of 70:30. There 
was an analysis seeking 
suitability of its curriculum 
with the contexts of the 
school, the students’ family 
and community. 
policy, and 







การ  ให้โครงสร้างเด็กก่อน เพื่อให้ 
เด็กท าความเขา้ใจ แลว้ให้แตกไอเดีย 
ของนกัเรียนเองจากโครงสร้างท่ี 
ก าหนดให้ กระบวนการน าไปใช้ 
ยงัเป็นปัญหา เด็กตอ้งเขา้ใจอยา่งมาก 




At the present the teaching 
writing in English approaches 
to the primary students was 
teaching the structure, firstly, 
in order that the students 
could understand clearly and 
they could apply with the 
given structure. However, 
there was a problem with 
their writing process because 
when they wrote English, it 
depended on their explicit 
understanding and their 
corpus, so the teaching 
writing in English to the 
primary students was quite 
difficult. 
At the present, the teaching 
writing in English 
approaches to the primary 
students was teaching the 
structure in order that the 
students could understand 
clearly and could apply with 
the given structures. 
However, there was a 
problem with their writing 
process because when 
students wrote in English, 
they depended on their 
explicit understanding and 
their corpus. Thus, the 
teaching writing in English 
























แนะน า อธิบายสลบับทบาทกนัไป 
เป็นทั้ง teacher-centred กบั  
student-centred approach ร่วมกนั 
 
According to the curriculum, 
it was stated that the teachers 
should implement the student-
centred approach. In fact, the 
teacher just could do some. In 
the teaching process, the 
teachers usually were 
counsellors and let the 
students to learn further by 
themselves. The teachers 
would support, supervise, 
give them some advices and 
explain, it was both the 
teacher-centred and the 
student-centred. 
According to the 
curriculum, it was 
imperative that teachers 
implement a student-centred 
approach. In fact, the 
teacher just could do some. 
In the teaching process, I 
was a counsellor and I 
urged the students to learn 
further by themselves. I 
supported, supervised, and 
gave them some advice and 
explanation. It was both a 



















ๆ ค่อยเป็นค่อยไป เป็นแรงบนัดาล 
ใจให้นกัเรียนไดฝึ้กเขียน  ใชเ้วลาเยอะ 
พอสมควร เวลาเรียนภาษาองักฤษ 







I had ever let the students 
write from short stories they 
read gradually. They were 
motivated to practice writing, 
but this strategy consumed 
much time. We had only 2 
hours per week for the writing 
in English. Writing the short 
stories encouraged them only 
practicing writing which did 
not covered all the indicators, 
so there were other new 
strategies to develop their 
writing skill. 
I let the students write from 
short stories they read 
gradually. They were 
motivated to practice 
writing, but this strategy 
consumed much time. I had 
only 2 hours per week for 
the English language 
classes. Writing short 
stories encouraged them to 
practise writing, which did 
not cover all the indicators, 
so there were other new 





because Lina set 







writing, so she 
knew who were 
better and who 
needed more 
assistance 
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(hierarchical 
observation).   
10. รูปแบบทัว่ไป ถา้เป็นงานเด่ียว 
นกัเรียนท่ีเรียนเก่งสามารถท าได ้
และให้ไปช่วยเพื่อน ๆ งานกลุ่ม 




ตรงกนั  มีเกม  เพลง 
เนน้กระบวนการกลุ่มท่ีช่วยกนั 
ท าให้การท างานเร็วข้ึน 
 
It was like a general class. For 
individual work, the students 
who were good at English 
could write English by 
themselves and they could 
help the others. For the group 
works, the teacher would 
assign the students who were 
good at English to be leader 
in order to support the others 
in the group. Each one had 
their own duty and finally, it 
was concluded to be their 
own group works. There were 
also games and songs, 
emphasizing on teamwork, so 
they can work together 
quickly. 
It was like a general class. 
For individual work, the 
students who were good at 
English could write in 
English by themselves, and 
they could help the others. 
For group work, I assigned 
the students who were good 
at English to be a leader to 
assist the others. Each 
group member had his own 
duty. The students produced 
their own writing task, and 
then it was collated to be 
group work. There were 
also word games and songs, 
emphasising on teamwork, 


















used this fact to 
design activities 












as word games 











จ าไดไ้ม่หมด เพราะวา่เด็กไทยส่วนใหญ่ 
จะเร่ิมเรียนจริงจงัตอนป. 4 
ซ่ึงเป็นอีกปัญหา มี dictation บา้ง 
แต่ไม่ทุกคาบ มีใบงาน แบบฝึกหัด สมุด 
การท ากิจกรรมในห้องเรียน ครู 
จะสังเกตพฒันาการของเด็กแต่ละคน 
 
The students could not write 
and be tested every class. 
There were some lessons that 
the students could be tested, 
for example, writing to 
introduce themselves. 
The primary students 
sometimes wrote the English 
alphabets incorrectly. Due to 
Thai students learned English 
intensively, when they studied 
in grade 4, they also wrote 
with capital letters and small 
letters incorrectly and could 
not remember all letters. In 
some of the class, there were 
dictation, work sheets, work 
books, notebooks and 
activities, so that the teacher 
could observe each students’ 
writing development. 
There was not a written test 
in every English class. 
There were some lessons 
that the students were tested 
on their writing skills, for 
example, writing a short 
paragraph to introduce 
themselves. Some students 
wrote the English alphabets 
incorrectly because they 
started learning English 
intensively when they 
studied in grade 4. They 
also wrote with capital 
letters and small letters 
incorrectly and could not 
remember all English 
letters. I used dictation to 
test vocabulary spelling, 
worksheets, and workbooks, 
so I could observe each 
Disciplinary 
power was 
exposed in the 





and directed the 
classes by a set 







การ มี ไดน้ ามาใช ้ไดเ้ร่ิมจากง่ายไป 
ยาก  ค  า วลี ประโยค น ามาประโยค 
มาเรียงต่อกนัเป็นเร่ืองราว  
 
The process-based approach 
was applied, starting from the 
fundamental level to 
advanced level (words, 
phrases, sentences), and 
composing the sentences to be 
a paragraph. 
The process-based approach 
was applied, starting from 
the fundamental level to 
advanced level (words, 
phrases, sentences), and 
composing the sentences to 
be a paragraph. 
Lina could only 
use pre-writing 
activities at the 






-g of this 
approach 
concept.  
13. การสอนการเขียนแบบเน้นผลงาน มี 
ไดน้ ามาใช ้ในแต่ละเร่ืองท่ีเรียนมา 
ครอบครัว ตนเอง เร่ืองใกลต้วั 
มีให้เขียนการ์ด ขอ้ความสั้น ๆ 
ตามวนัพิเศษต่าง ๆ เช่น วนัแม่ 
วนัข้ึนปีใหม่ วนัวาเลนไทน์  
 
The product-based approach 
was also applied, referring to 
what the students had been 
learned, their families, 
everything about themselves, 
their current situation, by 
writing in a card, short 
sentences following special 
events such as Mother’s Day, 
New Year Day and 
Valentine’s Day. 
The product-based approach 
was also applied, referring 
to what the students had 
learned such as their 
families, themselves, their 
current situation. They 
wrote a short paragraph. 
The students wrote a card 
on special events, such as 
Mother’s Day, New Year 
Day and Valentine’s Day. 
Lina applied the 
product-based 
approach in her 
pedagogy to 
teach her 
students to write 
a short 
paragraph. She 




and then wrote 





งานเขียน มี ไดน้ ามาใช ้มีหัวขอ้ให้ 
นกัเรียนเขียน ตนเอง ครอบครัว โรงเรียน 
ซ่ึงบรรจุอยูใ่นหลกัสูตร 
อยูแ่ลว้ เช่น ป. 4 ตอ้งเขียนตามหัวขอ้ 
ท่ีก าหนดให้ได ้
 
The genre-based approach 
was applied. There were 
topics assigned the students to 
write. The topics were about 
themselves, their families and 
schools. This approach was 
assigned in the curriculum, 
for example, grade 4 students 
had to write following the 
specified topics. 
The genre-based approach 
was applied. There were 
topics about themselves, 
their families and school, 
which were assigned to the 
students to write. It was 
stated in the curriculum that 
grade 4 students had to 
write following the specific 
topics of their interest. 
Lina applied it 
from the 
curriculum 
policy to teach 
writing about 
interesting topic 
to the fourth 
grade students. 
15. ครูไดใ้ชแ้ผนการสอนภาษาเพื่อการส่ือ 
สาร  ฟัง พูด อ่าน เขียน  
ข้ึนอยูก่บัแต่ละคาบ วา่เนน้ทกัษะใด เช่น 
เนน้ พูด  เนน้เขียน  3Ps มีกิจกรรมเช่น 
ฟังเขียน อ่านเขียน 
 
The communicative approach 
was applied, including 
listening, speaking, reading 
and writing. For some class, 
the teacher would like to 
emphasize on speaking and 
some was emphasized on 
writing. However, 3Ps 
activities were integrated such 
as listening-writing or 
reading-writing. 
The communicative 
approach was applied, 
including listening, 
speaking, reading and 
writing. For some classes, I 
focused on speaking skills 
but for others I emphasised 
writing skills. However, 3Ps 
were mainly used in a 
lesson plan. I also used 
teaching strategies, such as 
listen to the story and write 
a short answer or read a 













16. ภาพรวมในการใชใ้นห้องเรียน For overall pedagogies 
applied in my classroom, it 
For overall pedagogies 
applied in my classroom, I 
It was obvious 
here that Lina 
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เร่ิมจากเกมเป็นการวอร์มอพัให้นกั 
-เรียนพร้อมที่จะเรียน กระตือรือร้น 
ท่ีจะเรียน หรือเพลง จากนั้นน าเขา้สู่ 
บทเรียนโดยเร่ิมจากค าศพัทใ์หม่ ๆ 
ตวัอยา่งนิทาน สั้น ๆ 
จากนั้นน าสู่การน าเสนอเน้ือหา 
โครงสร้างประโยค ฝึกค า ฝึกประโยค 
บอกเล่าง่าย ๆ ค าถาม ค าตอบ 
ช่วงท่ีนกัเรียนฝึกก็คือการท างานจาก 
โครงสร้างประโยคท่ีครูเสนอ ฝึกพูด  
ฝึกเขียน ฝึกจากใบงาน  งานเด่ียว  
งานกลุ่ม  ครูคอยให้ค  าปรึกษา แนะน า 





started from a games or a 
song to be a warm-up activity 
in order to prepare the 
students for the lessons. Then 
contents and sentence 
structure were presented. The 
students could practice their 
vocabularies, simple 
affirmative sentences, 
questioning and answering. 
The students practice with the 
sentence structure presented 
by the teacher. They practiced 
speaking and writing. They 
also practiced with work 
sheets, individual works and 
group works and the teacher 
would counsel and advice. 
Finally, they would sing and 
play games. The students 
preferred to do the activities 
in the class, hence it was a 
lively class and made a good 
learning environment. 
occasionally started from 
games or songs at a warm-
up stage to prepare the 
students for the lessons. 
Then contents and sentence 
structures were presented. 
The students practised new 
vocabularies, simple 
affirmative, questions and 
answers sentences. The 
students practised sentence 
structures, speaking, and 
writing. They also worked 
on worksheets individually 
or group work. I advised 
and assisted them if they 
needed help. The students 
preferred to do the activities 
in the class; hence it was a 




























teacher to be a 
facilitator.  
17. คิดวา่วธีิการสอนในปัจจุบนัท าให้ 
นกัเรียนมีพฒันาการการเขียนท่ีดีข้ึน 
ฝึกจากค า รู้จากค ามากข้ึน 
รูปแบบประโยคซ ้ า ๆ ท าให้เด็กเขา้ใจ 
จ าไดแ้ละเขียนไดด้ว้ยตนเอง  
เนน้ทบทวน ให้ตวัอยา่งมาก ๆบ่อย ๆ 
ส่วนใหญ่เด็กพฒันาการการเขียนดีข้ึน 




I think the current pedagogies 
could help the students 
improve their writing skills 
because they could practice 
the vocabularies and could 
learn more vocabularies. With 
repeated using of the sentence 
structure, they could 
understand, remember and 
write the sentences by 
themselves. The teacher 
usually review and gave them 
many examples, so most of 
them could improve their 
writing. They could write in 
different patterns, apply mind 
mapping and write 
questioning and answering 
sentences. 
I thought the current 
pedagogies could help the 
students to improve their 
writing skills because they 
practised and learned more 
vocabulary. They 
understood, remembered 
and wrote the sentences by 
themselves after practising 
writing the same sentence 
structures repeatedly. I 
often reviewed and gave 
them several examples, so 
most of the students 
improved their writing 
skills. They wrote in 
different patterns, applied a 
mind mapping and wrote 











Chapter Two, p. 
54). 
18. การเขียนตามโครงสร้างท่ีคุณครูให้ 
เด็กเขา้ใจ สามารถเปล่ียนค า 
ในโครงสร้างเป็นค าอ่ืนๆ 
ไดต้ามความเขา้ใจ โดยมาจากการฝึก 
ซ ้ า ๆบ่อย ๆ 
มีตวัอยา่งให้นกัเรียนไดฝึ้กฝนตาม 
โครงสร้าง อยา่งต่อเน่ือง 
Writing with the structure 
given by the teacher. The 
students could understand and 
use the words in the structure 
with other words  daetsni . 
This was because of their 
repeated and usually 
practicing, giving their 
examples in order to practice 
I taught them sentence 
structures and gave them 
examples of sentences, so 
the students understood and 
used the words to write new 
sentences correctly. I had 
the students to practise 
writing continually with 





writing in her 
classes, this was 





 following the structure 
continually.  
model of writing.    
 




The original transcription 
in Thai language 
Translation by the 
researcher and a translator 
Transcription edited by 
the supervisory team and 
an accredited editor 
Coding 
1. เร่ิมจากค าศพัทพ์ื้นฐานง่าย ๆ เร่ิม ป. 5 
แลว้ใชห้นังสือ English is fun 




เร่ิมเขียนเน้ือเร่ืองง่าย ๆ แลว้ค่อยยากข้ึน 
ระดบัมหาวิทยาลยัการสอนเขียนไม่มีชาว
ต่างชาติสอน  มีการสอนเขียนเรียงความ 
บรรยาย เล่าเร่ือง จดหมาย สมคัรงาน 
มีให้เขียนตามหัวขอ้ เขียนตามแบบฟอร์ม  
โครงสร้าง 
 
I was taught with fundamental 
vocabularies, starting from 
grade 5 with “English is Fun” 
book. The next one was 
developed to simple 
sentences. In a secondary 
school, it was more intensive. 
I learnt sentence structure, 
how to write in English with 
more complicated structure. I 
also began to write simple 
passage and then write with 
more complex structure, 
while in a university, there 
were not any foreign lecturers 
teaching writing in English. I 
was taught to write essays, 
descriptive, narrative, letters 
of application, writing with 
given topics, writing with 
forms and structure. 
I was taught with 
fundamental vocabulary, 
starting from grade 5 with 
“English is Fun” book, and 
then simple sentences. At 
secondary school level, 
learning English was more 
intensive; I learned to write 
in more complicated 
structure and began to write 
a simple passage. At a 
university level, there were 
not any foreign lecturers 
teaching writing, so I was 
taught to write essays, 
descriptive, narrative, letters 
of application, writing with 





ศึกษาได ้6 ปี 
ไดน้ าความรู้ท่ีไดเ้รียนมาน ามาสอนเด็ก 





For 6 year experience of 
teaching writing in English in 
the primary, my previous 
knowledge was applied to 
teach the students, for 
examples, vocabularies about 
daily life were taught, the 
students were taught to write 
sentences and passages to be 
essays with more complex 
sentences. 
For 6-year experience of 
teaching writing in English 
in the primary school, my 
previous knowledge was 
applied to teach the 
students, for example, 
vocabulary about daily life. 
The students were taught to 
write sentences and 










ของ production การน าไปใช ้
นกัเรียนยงัไม่สามารถน าไปใชไ้ดถู้กทั้ง 
หมด ถูกบา้งผดิบา้ง ครูตอ้งคอยช่วยน าให้ 
นกัเรียนยงัเขียนเองไม่ไดท้ั้งหมด 
 
There was a strong point for 
the significant factor. The 
students had learnt distinct 
grammatical structure. The 
students also could practice 
writing with various structure. 
However, weak points of my 
teaching were production, 
application and incorrect 
usage of the students, so the 
teacher had to guide them 
because they could not write 
it all by themselves. 
There was a strong point for 
the significant factor. The 
students learned a distinct 
grammatical structure. The 
students also practise 
writing with different 
structures. However, weak 
points of my teaching were 
production and application 
of the students’ English 
knowledge, so I had to 
guide them because they 






There was not a particular 
writing in English training. I 
had been trained writing 
There was not a particular 
English writing training. I 
was trained in writing a 
Sopin’s 
background 
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เทคนิควธีิการสอน จากศูนยP์eers 
และจากส านกังานเขต  โดยในปัจจุบนั 
เนน้ CLT มากกวา่ 
เนน้ภาษาองักฤษเพื่อการส่ือสาร 
มีจากส านกัพิมพ ์Mac และจากสพฐ.  
 
teaching plan, teaching 
techniques by Peers centre 
and the Education Service 
Area Office. At the present, 
the training was focused on 
CLT rather than 
communicative English. The 
trainers were from Mac 
Publishing and the Education 
Service Area Office. 
lesson plan, teaching 
techniques by PEERS 
centre and the Education 
Service Area Office. At 
present, the training focused 
on CLT. The trainers were 
from Mac Publishing and 
the Education Service Area 
Office. 
5. หลกัสูตรภาษาองักฤษท่ีใชใ้นโรงเรียน 
ปัจจุบนัปี 2551 หลกัสูตรแกนกลาง 
เนน้ภาษาองักฤษเพื่อการส่ือสาร  
วฒันธรรม  เทคโนโลย ีฯลฯ 





The English curriculum used 
in the school, based on the 
Basic Education Core 
Curriculum B.E. 2551 (A.D. 
2008), was focused on 
communicative English, 
culture, technology and etc. 
The school applied it and the 
teacher then created teaching 
plans relating to indicators in 
the core curriculum correctly. 
The English curriculum 
used in the school was 
based on the Basic 
Education Core Curriculum 
B.E. 2551 (A.D. 2008), 
which focused on 
communicative English, 
culture, technology and etc. 
The school applied it and I 
then created teaching plans 
relating to indicators in the 



















The curriculum used was 
improved to be associated 
with the students’ and the 
schools’ contexts as well as 
the core curriculum. 
The 2551 Basic Curriculum 
and English Curriculum 
were adopted to use more 
suitably and appropriately 
to the school contexts. 
Bio-power was 
exercised by 









ค าศพัท ์ให้ฟังแลว้เขียน  อ่านแลว้เขียน 
มีปัญหาดา้นการอ่านออกเสียง 
ส าเนียงภาษา มีฟังจากซีดี เทปบา้ง 




According to vocabularies, 
the students had learnt by 
listening, from CD and tape 
cassettes, and writing, reading 
and writing and dictation. 
However, there were 
problems with their 
pronunciation and accent. 
They also misspelt the 
vocabularies and the teaching 
approaches applied were not 
effective as expected. 
The students learned new 
English vocabulary by 
listening, from CDs and 
they were also exposed to 
new words from reading, 
writing and dictation. 
However, problems were 
their pronunciation and they 
also misspelt the 
vocabulary. I thought the 
applied teaching pedagogies 





























The student-centred approach 
was implemented and other 
knowledge was integrated, 
such as vocabularies on 
dressings and then the 
A student-centred approach 
was implemented and other 
knowledge was integrated, 
such as words about 












students applied this in order 
to describe how to dress 
appropriately. There were 
also integration English 
vocabularies with health 
science and art, like drawing 
illustration. 
students applied knowledge 
of weather to describe how 
to dress appropriately in 
each season. There were 
also integration English 
language with health 
science and arts, such as 
drawing a picture of your 
favourite season and 
describing it in English. 
approach, which 
was dictated in 
the curriculum. 
Pastoral power 











เน้ือหาไม่ซับซ้อน ประมาณ 10 ประโยค 
แรงบนัดาลใจท่ีลองวธีิการใหม่ ๆ คือ 
เพราะเด็กสะกดผดิบ่อย  
I had ever introduced new 
teaching writing English to 
the class, for example 
listening and filling 
vocabularies in gaps, reading 
and writing the students’ own 
stories, writing following 
given topics with about 10 
simple descriptive sentences. 
Their misspelling influenced 
me to apply the new teaching 
pedagogy. 
I introduced new teaching 
writing activities to my 
classes, for example 
listening and filling words 
in the gaps, reading and 
writing your own stories, 
and writing about given 
topics for ten sentences. 
The students’ misspelling 
influenced me to apply the 







writing class by 





the students had 
problems with 
writing (gaze). 
10. บรรยากาศในห้องเรียนเป็นการท างาน 
เด่ียว บางคร้ังสอนไปนกัเรียนไม่ตอบ 
ไม่มีฟีดแบคกลบัมา บางคร้ัง เป็น 
teacher-centred ไม่เป็น student-centred 
ตลอด ครูตอ้งคอยให้ความช่วยเหลือ 
ค าแนะน า ให้นกัเรียนคอยแกไ้ข  
 
In the classroom, they were 
assigned to complete 
individual works. Sometimes, 
the students did not answer 
my question and did not have 
any feedbacks. It was 
sometimes like teacher-
centred, not always student-
centred. The teacher would 
counsel, advice and comment 
their works in order that they 
could correct their works. 
In the classroom, they were 
assigned to complete 
individual work. The 
students sometimes did not 
answer my questions nor 
had any responses. It was a 
teacher-centred rather than 
a student-centred 
classroom. I advised and 
made comments to their 
writing work in order that 
they could learn from the 
mistakes and could correct 
their own work. 
Disciplinary 
power was 


















ไม่ทุกคาบ แต่ดูจากช้ินงานการเขียน เช่น 
mind map จะดูค าศพัทว์า่สะกดถูกหรือไม่ 
การออกสอบจะเป็น multiple choice บา้ง 
true or false มีการเขียนบรรยายรูปภาพ  
 
It could be identify from their 
works and their writing 
performance. I could learn 
that whether they were 
developed in English writing 
skills or not. The students 
were not tested in every class. 
I would give them marks with 
their writing works, such as 
writing mind map and 
spelling vocabularies 
correctly. The tests were 
multiple choices, true or false 
and writing to describe 
pictures. 
It could be identified from 
their work and their writing 
performance. I knew 
whether the students 
developed in English 
writing skills or not. The 
students were not tested in 
every class. I gave them 
marks to their writing work, 
such as writing a mind map 
and spelling vocabulary 
correctly. The tests were in 
multiple choices form, true 
or false and writing to 












terms of reward 
power was also 
exhibited when 
she marked high 
score to 
students’ work, 
 324 Appendices 
whereas low 
score, marked to 
some students’ 








Yes, I did. It was also a key 
part of teaching and learning 
in order that the students 
could understand distinctly. 
 
Yes, I did. It was also a key 
part of teaching and 
learning in order that the 




she used this 
pedagogy but 
not often. It 
seemed to me 
that she did not 
use every step 
in a process-
based writing 




13. ยงัไม่ชดัเจน ยงัไม่เคยใช้ 
 
No, not yet. 
 
 
No, not yet. Sopin did not 
use a product 
based approach 
to writing. 
14. มีเขียนจดหมาย ครอบครัว 
การ์ดวนัส าคญัต่าง ๆ 
ไดเ้คยใชว้ธีิน้ีในการจดัการเรียนการสอน 
 
Yes, I did. I had ever applied 
this approach to teach writing. 
There were writing letters, 
writing about their families 
and writing cards in many 
occasions. 
 
Yes, I did. I applied this 
approach to teach writing. 
There were writing letters, 
writing about their families 
and writing cards on 
different occasions. 
Sopin applied 




students to write 
about social 
events. 
15. วธีิการสอนภาษาเพื่อการส่ือสาร อ่าน 
ฟังบทสนทนา แลว้น ามาเขียน 
ตอบค าถามได ้มี ไดใ้ช ้
 
Yes, I did. I taught the 
students to read and listen to 
dialogues and then answered 
given questions with the 
communicative approach. 
 
Yes, I did. I taught the 
students to read and listen 
to dialogues and then the 
students answered the 
questions. I used activities, 







were applied in 
Sopin’s classes.  
16. ไดใ้ชท้ั้ง 3 วธีิรวมกนั แลว้แต่ 
อ่านบทสนทนาแลว้ตอบค าถาม 
แลว้ให้นกัเรียนสร้างบทสนทนาเอง จึงมี 
student-centred approach อยู ่แต่ทั้งน้ี 
คิดวา่เป็น แบบรวม ๆ กนั คือ teacher-
centred กบั student-centred approach 
ร่วมกนั 
 
All 3 approaches were applied 
in the class, for example, 
reading dialogues, then 
answering questions, after 
that they created their own 




All 3 approaches were 
applied in the class, for 
example, reading dialogues 
and answering questions, 
and creating their own 
dialogues. Also a student-
centred and a teacher 
centred approaches were 












เช่นมีความแม่นย  าเร่ือง ตวัเช่ือมประโยค 
เม่ือนกัเรียนไดฝึ้กซ ้ าๆบ่อย ๆ 
In my opinion, after applied 
these pedagogies, the 
students’ English writing 
skills had been improved, for 
example, their accuracy in 
conjunction. The more they 
practiced writing, the more 
their writing skills were 
In my opinion, after 
applying these pedagogies, 
the students’ English 
writing skills were 
improved, for example, 
their accuracy use of 
conjunctions. The more 
Sopin observed 












they practised writing, the 
better their writing skills 
were. 




18. ให้ศพัท ์แลว้ให้เด็กเลือกมาเติม 
ในช่องวา่ง เขียนเก่ียวกบัตนเอง 
ครอบครัว โรงเรียน ฝึกนกัเรียนให้น า 
ศพัทม์าเขียนเน้ือเร่ือง เป็นวธีิท่ีใชบ่้อย 
ท่ีสุด ให้นกัเรียนแต่งประโยคเอง  
อ่านเน้ือเร่ือง แลว้มาเขียนประโยค 






I would give them some 
vocabularies and the students 
chose them to fill in gaps. The 
students also wrote their 
bibliography, wrote about 
their families and the schools. 
They could practice writing 
passages. This approach was 
usually applied. Furthermore, 
the students wrote their own 
sentences, read passages and 
wrote sentences in order to 
answer questions. These 
passages were not 
complicated. The 
vocabularies and contents 
were easy to understand, 
appropriate for their 
knowledge and related to the 
school’s curriculum and 
context. 
 
A vocabulary introduced in 
my class, such as the 
students chose words to fill 
in the gaps. The students 
also wrote their biography, 
wrote about their families 
and their school. They 
practised writing passages. 
This approach was usually 
applied. Furthermore, the 
students read passages and 
wrote the answers. These 
passages were not 
complicated. The 
vocabulary and contents 
were easy to understand, 
much appropriate for their 
knowledge and related to 









are based the 
whole language, 
were adopted to 




Q no. = Question number 
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S4.1 : (writing)…what’s next?...quick!  
S4.2 : umm…she doesn’t clean her room. (look at a picture and 
choose ‘doesn’t’ + ‘clean’ to form a correct sentence. The rest in 
group are doing other sentences.)  
S4.1 : C-L-E-A-N? (Keep writing) 
S4.2 : Yeah.  
Excerpt 2 
 
S5.1 : You know what it is. 
S5.2 : Gloves. Easy! 
S5.3 : No. it’s a kind of gloves. Let’s ask the teacher. 
S5.1 : Excuse me, Teacher B. What’s this? 
(All of them waited for teacher’s answer.) 
Excerpt 3 
 
S5.1 : What can I help? 
S5.2 : …(keep silent and pay attention to what she’s writing)… 
S5.1 : (turn to another girl) What do you want me to do? 
S5.3 : OK. Let me finish drawing and you write the vocabularies. 
S5.1 :  (Nodded) Fine. I’ll get a dictionary.  
Excerpt 4 
 
S5.1 : It’s incorrect, here. (pointing) 
S5.2 : Where? Why’s it not correct? 
S5.3 : I know! It’s happier than.. it’s –ier, not –yer  
S5.1 : umm. Ok. (Erased and corrected the sentence.) 
They kept doing the assignment, which is writing sentences to 
describe the pictures. 
Excerpt 5 
 
S6.1 : Who’s presenting in front of the class? (Smiling) 
S6.2 : we need to hurry up. 
S6.3 : Not me. I’m writing sentences. (Kept writing)  
S6.1 : I’m drawing. So it must be you S5.2. You’re good at 
speaking. 
S6.2 : (Sigh) OK. Let me practice for a few minutes. 
Excerpt 6 
 
S4.1 : All done!(put a pencil down and smile at friends) 
S4.2  : Let’s swap and check. 
S4.3 : (stand watching but do nothing)  
S4.1 : Turn to ask S4.3. Can you do that? It’s easy, just 5 
sentences. And hurry up, you’ll need to finish it in 5 minutes. 
Excerpt 7 
 
S6.1 : I’m writing only 3 sentences. (finish and wait for other 
friends to complete the assignment) 
S6.2  : S6.1, Do we have to write 3 sentences each? 
S6.1 : Yes, of course. We have made a deal. Choose 3 adjectives 
to make sentences. 
S6.2 : But…I need help. I’m not sure about the grammar. Who 





TA : (Sit down and say). Now it’s time for evaluation. Anyone 
who has questions, please ask me later. Are you ready S4.1? 
S4.1  : Yes, Teacher A. 
TA : Good. What color do you like? (Keep asking 5 questions 
about personal details. These questions are from the worksheet 
which students write about themselves.) 
S4.1 : I like blue and pink because they’re beautiful colors. 
Excerpt 9 
 
S4.1: Could you stop for a second? (point at the blackboard) 
Does that mean ‘delicious’? 
S4.2 : Yes. (then turn to continue writing) 
S4.1 : When we finish this part, what are we going to do next? 
S4.3 : Look at the steps on the blackboard. Teacher A wrote it 
there. (looks annoyed) 
Excerpt 10 
 
TB : Do you have questions? What topic do you get, Group? 
(students ’re silent, so TB asked the same question in Thai.) 
S6.1 : ‘Healthy Food’. 
S6.2 : (Look at the pictures) What does it mean, Teacher B? 
TB :  OK. Before you write, you’ll show your opinions. Look at 
these pictures and give me the names of these foods. Then sort 
them to ‘Good’ and ‘Bad’ foods. 
S6.3 : Teacher B, Healthy food is good food? 
TB : Yes, you’re right. Good! 
 
Abbreviation 
(TA = Teacher Lina, TB = Teacher Sopin, S4.1 = Student 1 in Grade 4, S4.2 = 
Student 2 in Grade 4, S5.1 = Student 1 in Grade 5, S5.2 = Student 2 in Grade 5, S6.1 
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